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ABSTRACT 
COMPATIBILITY, PROFITABILITY, AND LEADERSHIP: 
SUCCESSFUL INNOVATION AND THE CULTURE OF HIGHER EDUCATION 
MAY 1991 
ADRIENNE AARON RULNICK, B.A., BARNARD COLLEGE 
M.S., THE UNIVERSITY AT ALBANY 
ED.D., UNIVERSITY OF MASSACHUSETTS 
Directed by: Professor Charles S. Adams 
This case study focuses on the culture of one selective liberal arts college. 
The host institution’s culture provides the context for explaining the persistence 
and success of an innovative adult degree program. 
The research design is rooted in the naturalistic paradigm which takes a 
holistic, process-oriented view. The research took place over a full academic year 
at the site, utilizing a hybrid methodology which included a gamut of qualitative 
techniques as well as a quantitatively-scored questionnaire to elicit both an histori¬ 
cal and current perspective of key participants. 
An initial reading of the literature on innovation in higher education pointed 
to the hypothesis that compatibility with the host institution’s values and norms 
and profitability for that institution are necessary and sufficient factors in insuring 
the success of an innovation (Levine, 1980). Findings from this dissertation cor¬ 
roborate the importance of these factors but suggest that they are not sufficient to 
account for the success of this particular innovation. The additional feature which 
emerges from this research is the crucial role of leadership in shaping positive 
Vll 
perceptions that an innovation meets the criteria of compatibility and profitability. 
The critical leadership is two-dimensional: first, there must be an innovative policy 
entrepreneur who initiates the innovation, then skillful managers must lead it 
from early stages of development through maturation. 
In this case, the host institution’s core values centered on the faculty’s sense 
of their college as primarily a teaching institution at which serious, self-motivated 
students, exemplified by the adult students, are highly valued. Moreover, the 
centrality of the teacher-student interaction was affirmed as a key norm; therefore, 
features of the innovation which differed from these values were not sustained 
over time. The value of collegiality between the faculty and the program director 
and significant administrative autonomy which characterized the program’s gover¬ 
nance also emerged as central. 
These findings point to a model for the successful persistence of an innova¬ 
tion in higher education which can be utilized for subsequent comparative case 
studies. This study should be of interest both to practitioners in adult higher 
education as well as to theorists concerned with innovation and institutional 
culture. 
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CHAPTER I 
INTRODUCTION 
Focus of the Study 
Problem 
This dissertation has its origins in an observation which intrigued me for the 
six years that I worked with community college non-traditional students who were 
applying to selective liberals arts colleges in New England. There was a striking 
incongruity between the full-time, residential, late-adolescent students historically 
served by these colleges and the usually part-time, non-residential, mature adult 
students enrolled in the many adult-degree programs which had emerged in the 
last twenty years at these same institutions. I wondered how these adult degree 
programs had been introduced, how they had attracted institutional support and 
material resources, how they had evolved, and whether their existence had, in 
turn, affected the host cultures. 
Research Questions 
It is difficult to establish the exact point of departure when one can identify 
the assumptions that shape the research questions. It is clear that over the course 
of my doctoral studies, I had developed an interest in the culture of higher educa¬ 
tion in its international, national, and local dimensions (cf. Clark, 1972; 1983a; 
Jencks & Riesman, 1977; Kuh & Whitt, 1988). Therefore, I brought to my research 
a conviction that the culture of an institution provided the context within which a 
particular phenomenon, such as the development of an innovative program, 
occurs. 
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In order to focus the dissertation research, I transformed my general specula¬ 
tions into the following specific questions which could be investigated through a 
case study of a single illustrative innovative adult degree program at one of the 
selective liberal arts colleges with which I had some familiarity: 
1. What are the significant factors which explain the persistence of the inno¬ 
vation over time? This question requires a two-dimensional historical view. First, 
it was necessary to research the program from its conception, through its incep¬ 
tion and evolution. Mere chronicling of events is inadequate in this regard, al¬ 
though a factual record had to be developed. Second, the significance of events 
had to be teased out from dramatic episodes, turning points, controversial deci¬ 
sions, disappointments and successes, sagas and rituals. 
2. How is the host institution changed by the presence of the innovative 
program? This question and the one that follows required a study of the host 
institution, because it provided the context within which the innovative program 
developed. In addition, I believed that it was necessary to understand the host’s 
distinctive nature in order to identify the impact which the innovative program 
had on its this particular institution. This led me, inexorably, down the path of 
institutional culture, defined as: 
The practices, procedures, customs, and rituals of a college or uni¬ 
versity provide useful information about beliefs, values, and assump¬ 
tions held by institutional agents. Cultural lenses provide an inter¬ 
pretive framework within which special events...have particular 
significance and commonplace behaviors take on richer meaning. 
(Kuh 8c Whitt, 1988, pp. 96-97) 
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3. How does the culture of the host institution affect the innovation? An 
innovation which remains isolated from its host institution usually fails to thrive, 
let alone survive, although it may exist on the periphery of the institution as an 
isolated enclave (Levine, 1980). From my experience with several adult degree 
programs in different kinds of institutions, ranging from free-standing programs 
within a state university system, to one at a major state university, and over a dozen 
at selective liberal arts colleges throughout New England, I was convinced that the 
character of the host does indeed impact on the development of the innovative 
program. I hoped to be able to identify the nature of this impact in my case study. 
I also assumed that a traditional liberal arts college is not naturally hospitable 
to change. Hefferlin (1969) substantiates this perspective: 
Academic institutions are basically conservative in educational pur¬ 
pose and in support structures for innovative programs...Most 
higher education institutions do not establish their reputations on 
the basis of innovation, so that being a latecomer to institutional 
innovation does not undermine their operation. Since even the 
most traditional institutions continue to operate on a business-as- 
usual basis during peak periods of radical reform, many such institu¬ 
tions are habitually cautious in their approach to innovation. 
(pp. H-16) 
I speculated, therefore, that the introduction of a particular innovation must 
represent a response to a recognized set of challenges or needs and that the persis¬ 
tence of the innovation within the institution could be explained by accommoda¬ 
tion on the part of the host and a corresponding modification in the innovation. 
Levine (1980) develops an explanation for this process of response and accommo- 
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dation which he terms “boundary expansion [which] involves the adoption of the 
innovation’s personality traits by the host” (p. 14). In his explanation of how 
innovations become institutionalized, Levine (1980) argued that the critical fac¬ 
tors were compatibility with the host organization’s norms, values, and goals and 
the positive perception that the innovation was profitable for the host institution. 
Institutional values are defined as the: 
widely held beliefs or sentiments about the importance of certain 
goals activities, relationships, and feelings... [which] are conscious 
and explicitly articulated...[or] unconsciously expressed as 
themes...or are symbolic interpretations of reality that give meaning 
to social actions and establish standards for social behavior. (Kuh & 
Whitt, 1988, p. 23) 
Values are closely tied to norms, which include the established standards of 
behavior identified above. Norms may reflect both explicit and implicit rules for 
how things should be done. They serve to create the boundaries which help 
define the distinctive nature of an institution (Levine, 1980). 
Students of higher education have long noted that the major subcultures 
which comprise an institution may differ about values and norms; this is particu¬ 
larly true of large institutions. Subcultures are defined as groups “who interact 
regularly with one another, perceive themselves as a distinct group within the 
institution, share a commonly defined set of problems, and act on the basis of 
collective understanding unique to their group” (Van Maanen & Barley,1985, 
quoted in Kuh 8c Whitt, 1988, pp. 36-37). In contrast, at smaller, usually liberal 
arts colleges with distinctive histories, there tends to be consensus about core 
values and norms (Clark, 1972). Yet, even at the latter type of institution, defin- 
4 
able sub-cultures do exist who may share the core values of their college but hold a 
different perspective on their meaning. Faculty are certainly the most notable 
example (Finkelstein, 1984). Therefore, faculty interviews and a questionnaire to 
faculty formed an important backbone of my research strategy. The data from 
these were then compared with interview responses from college administrators 
and official college statements about the institution’s mission and goals. 
Profitability is a quality that has both a concrete and a less tangible dimen¬ 
sion. On the one hand, cost savings and cost effectiveness are concrete measures 
of profitability. At the same time, an innovation may be perceived as furthering an 
institution’s reputation in general terms or among a particular constituency. It 
may serve to facilitate the attainment of goals such as responsiveness to change or 
accessibility or other such lofty concepts often found in college mission statements 
but very difficult to assess. Various audiences may legitimately differ on whether 
something has been profitable in this latter regard. In the case study which fol¬ 
lows, perceptions that the innovative program was profitable to the host institution 
were fostered by significant leaders and shared by a majority of the faculty. In 
addition, specific questions about the program’s economic profitability proved 
difficult to assess since economic parameters had been ambiguous from the outset. 
Nature of the Case 
In Chapter IV, I present an extensive history of the case which is the focus of 
my research. The innovative adult degree “ABC Program” which I studied was 
introduced in 1972 at “Summit College,” a well-established, traditional liberal arts 
and sciences college in the northeast. By 1990, nearly two hundred adult students 
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were enrolled in the ABC Program, majoring in a gamut of college departments 
although concentrated primarily in the social sciences and the humanities. ABC 
students pursued their studies through a combination of specially designed inde¬ 
pendent “study units” and traditional classroom modes; they represented both full¬ 
time and part-time enrollment, and although they range in age from mid-twenties 
through retirement age, they are clustered in the thirties age bracket and are 
predominantly female. They represent about ten per cent of the student body at 
Summit College (See Appendix F). 
In contrast to the almost exclusively residential status of the traditional stu¬ 
dents, nearly all the ABC students are commuters, drawn from a radius of about 
ninety-minutes driving time from Summit’s urban campus. Their educational 
backgrounds range from no prior college work to some previous attendance at a 
wide variety of post-secondary institutions to graduation from community or junior 
college. In all of their attributes, they are generally representative of adult degree¬ 
seeking students nationally, and especially their peers at comparable selective 
liberal arts institutions (Aslanian & Brickell, 1988; Appendices H. and G., respec¬ 
tively) . 
The ABC Program is representative in two aspects of its identify: first, it has 
many of the attributes of adult degree programs nationwide (Eldred & Marienau, 
1979). Second, the ABC Program’s history is also illustrative of innovation in 
higher education. Its introduction in the early seventies places it squarely in a 
period of significant innovation in higher education (Hefferlin, 1969; Levine, 
1978; 1980). Moreover, its inception as a small “hot-house program” (Interview 
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47) places it in the tradition of educational innovations begun as small pilot pro¬ 
grams (Brick & McGrath, 1969; Baldridge, 1975; Levine, 1980). Chapter II, The 
Review of Literature, provides background material on both adult degree pro¬ 
grams and organizational innovation, with special attention to innovation in 
higher education. 
In Chapter IV, my interpretation of the research data reveals the importance 
of an additional factor not identified in the previous research. That element is the 
importance of the leadership involved with first, introducing the innovation and, 
then, managing it successfully through its evolution and institutionalization. My 
argument is that an innovation’s compatibility with core values and profitability to 
the host institution are not objective properties. On the contrary, they reside in 
the realm of critical perceptions by key subcultures. These perceptions must be 
actively articulated and nurtured by specific opinion-leaders. In order to provide a 
context for this discussion, Chapter II also includes a section on the literature of 
leadership as it relates to innovation and culture in higher education. 
Research Design 
Naturalistic Paradigm 
Chapter III elaborates both the research design and methodology. My initial 
assumptions, refined through a consideration of the literature cited above, pro¬ 
vided the conceptual framework for entry to the research site. I also brought with 
me a commitment to pursue a qualitative case study and a tentative set of research 
techniques appropriate to this research paradigm. The choice of research para¬ 
digm flowed from my concern with culture, which I understood as both a product 
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and process of human meaning making and interpretation (Berger & Luckman, 
1967; Geertz, 1973; Smircich, 1983). The qualitative, also called naturalistic, 
mode of inquiry is based on a set of values that I believe are highly congruent with 
a focus on organizational culture. Fetterman (1984) defines these as: 
Phenomenology, holism, nonjudgmental orientation and 
contextualization. Phenomenology requires that investigators be 
guided by the insider’s viewpoint, the emic perspective. The con¬ 
cept of holism commands our attention to the larger picture and to 
the inter-related nature of the minute to the whole cultural system. 
A nonjudgmental orientation prevents the social scientist from 
making some of the more obvious value judgments in research. 
Biases are made explicit to mitigate their unintended effects on 
research. Contextualization demands that we place the data in its 
own environment so as to provide a more accurate representation. 
(p. 23) 
Explanatory Case Study 
Many disparate elements came together to influence the choice of research 
design. A reading of the literature on the culture of higher education and conver¬ 
sations with the chairman of my dissertation committee convinced me that a 
researcher had to devote an extended period of time and attention in order to 
develop an understanding of a specific institution’s culture. Chaffee and Tierney 
(1988) argue that in order to “place present events and people into an historical 
con text,... cultural research of colleges and universities requires that the research¬ 
ers observe at least an academic year” (p. 200). 
One of my earliest decisions, therefore, was that I would conduct the research 
on site over a full academic year, attempting to develop both a retrospective his- 
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torical perspective on how the adult degree program had evolved and also what it 
represented in the present. This research would be written as an explanatory case 
study, employing techniques of data collection that were appropriate to the re¬ 
search design and underlying naturalistic research paradigm, which are detailed in 
Chapter III. 
Pettigrew (1985) elaborated a set of instructions for research of this nature 
which I tried to follow: 
Beware of the singular theory of process and therefore of social and 
organizational change. Look for continuity and change, patterns 
and idiosyncrasies, the actions of individuals and groups, process of 
structuring. Give history and social processes the change to reveal 
their untidiness. To understand organizational change, examine the 
juxtaposition of the rational and the political, the quest for effi¬ 
ciency and power, the enabling and constraining forces of 
intraorganizational and socioeconomic and political context, and 
explore some of the conditions in which mixtures of these occur. 
(p. 235) 
Limitations of the Study 
Boundaries of the Study 
Smircich and Stubbart (1985) stress the centrality of understanding organiza¬ 
tional culture as an “enacted environment” which is created “through the social 
interaction processes of key organizational participants” (p. 726). The initial 
research plans, therefore, included extensive interviewing of the major groups of 
participants whom I identified as comprising the institution I was studying: admin¬ 
istrators of the college and the adult degree program, college faculty, adult and 
traditional students. I also planned to sample external perspectives on the pro- 
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gram and the college from surrounding institutions who were influential in advis¬ 
ing transfer students. As the research progressed, I found it necessary to expand 
the interviews to include former college and program administrators who could 
provide historical insight into the era in which the program in question had been 
initiated. 
At the same time, it became necessary to limit the data collection from stu¬ 
dents for several important reasons. The most important decision I made in 
limiting the study was to acknowledge that my interests focused on the interaction 
between a specific program and its host institution, over an extended period of 
time (nearly twenty years). While current and former students could shed some 
light on this, my perspective was primarily organizational and longitudinal, while 
theirs was necessarily personal and short-term. 
Another complicating factor was related to the impact of the observations on 
the program I was studying. I did attend many of the program’s functions over the 
course of one academic year, from the new student orientation to a fall social 
event for students and their families through the honor’s day which immediately 
preceded graduation. In addition, the research was announced to students in the 
program newsletter and I began to “hang-out” in the student snack bar where 
most of the adult students congregated for lunch and breaks. Individually and in 
small groups, through casual discussions and scheduled interviews, I did solicit 
their views of the college and of the program. 
As time progressed, I became aware that ABC students might view me as a 
decision-maker vis a vis the program who would have the ability to respond to their 
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concerns or complaints. Since that was not the case, I did not want to raise unreal¬ 
istic expectations nor contribute to a sense of frustration on their part. I believe 
that I was able to glean an understanding of their perspective on the program 
from the interviews, discussions, and observations that did occur. 
It became very difficult to figure out how to interview traditional students in 
the course of the research and I found myself trying out and then abandoning a 
number of possible tactics. As the research moved forward, I realized that my 
needs in terms of representing the traditional students’ view were limited to a few 
issues and then a good source of sampling their perspectives was the student 
newspaper, particularly the letters to the editor and editorials which reflected, I 
believed, dominant and representative stances over time. I also paid attention to 
the issues which the student newspaper chronicled and how it reported develop¬ 
ments in the history of the adult degree program. Another perspective on the 
traditional students was provided by a dissertation recently completed by a former 
student services professional at the college which dealt with a comparison between 
worldviews and learning styles of the host college’s faculty, successful and unsuc¬ 
cessful students. 
While the interviews with faculty were generally limited to those who had 
some experience with the adult degree program, or who had been identified as 
being either strong proponents or strong critics, I also utilized a questionnaire 
which surveyed a much broader segment of the faculty. The response rate for the 
questionnaire was seventy-five per cent, representing eighty-seven faculty; in com¬ 
parison, I interviewed twenty-five faculty (See Appendices C. and D.) 
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Generalizabilitv from a Single Case Study 
In Chapter III, Research Design and Methodology, there is an extended 
discussion of the issue of generalizing from a single case study. Suffice it to state 
in regard to limitations of this study, that I am aware that some researchers have 
raised concerns about the validity of drawing conclusions from a single case study. 
However, I believe that a single case study does provide illumination of the phe¬ 
nomenon in question and that I have addressed possible related concerns in 
Chapter III. 
Significance 
Theory 
My goal was to develop a case study which would provide an illustrative expla¬ 
nation for the successful institutionalization of an innovation. There were many 
writers who provided a rationale for utilizing a case study to study innovation in 
education, including Merriam (1988), Davis, Strand, Alexander, and Hussain 
(1982) and Baldridge (1975), who argues that “The case study technique, coupled 
with serious attention to organizational history, does...provide a depth and rich¬ 
ness that highlights many problems of organizational change” (p. 429). 
The interpretation which I developed from my data suggest a three-dimen¬ 
sional pyramid-like model which accounts for the successful institutionalization of 
the innovative program described in this case study. The base rests on a strong 
foundation of institutional culture. Compatibility with the core values and norms 
of the host institution comprise one side; two sides represent profitability: the one 
of economic profitability and the other of profitability to institutional mission and 
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reputation. The entire structure is shaped by leadership from the top, which 
connects and defines the elements into a definitive whole. Moving up from the 
base that leadership comes from critical faculty opinion-leaders and the program 
manager working in tandem; at the pinnacle is the top leadership of the host 
institution. This model is more complex than the bi-polar models identified by 
other researchers. It is also tied more intimately to a holistic model because it 
captures a broader range of the highly interconnected elements which define 
institutional culture. 
Practice 
I was also impressed with practitioners in higher education who recom¬ 
mended that researchers provide case studies of successful innovation. Writing in 
Change (1980), Adelle Simmons, then president of Hampshire College, accurately 
predicted the financial crisis that characterized much of higher education in the 
eighties and which appears to be continuing even more intensely in the nineties. 
She underscores the need for understanding the process of successful innovation 
through appropriate case studies, especially as it relates to testing new ideas and 
risk-taking (pp. 57-58). 
In an interview I conducted in 1989 with the chief executive officer of a 
public adult degree institution, he, too, suggested that case studies of previous 
innovation should be undertaken. He described the tremendous pressure of 
meeting the educational needs of new populations, particularly minority and adult 
students, in an environment characterized by increasingly strained financial re¬ 
sources. Citing the nineteen-seventies as a previous era in which higher education 
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had adopted many innovations in response to similar challenges, he speculated 
that in view of the rapidity and volume of change at that time, those involved had 
not had the opportunity to reflect on the significance of what they experienced. 
He, therefore, recommended that case studies of innovations from that era should 
be instructive to current practitioners. Moreover, many of those instrumental in 
the changes of the seventies were now close to retirement and the opportunity for 
soliciting their perspectives was narrowing. 
Inasmuch as the study which follows is firmly grounded in the experience of 
actual practioners in higher education, it provides a real world example of the 
process by which an innovative concept becomes implemented and eventually 
institutionalized. Furthermore, in spite of the many significant differences be¬ 
tween the nineteen-seventies and the nineties, there are important common 
elements which deserve attention. Not the least among these are the existence of 
economic problems in higher education which impinge with particular force on 
small, private liberal arts colleges (Zemsky & Massy, 1990, pp. 16-22) as well as 
questions about access and equity. In this regard, the opportunity to gamer the 
reflective retrospective views of administrators and faculty who were key players in 
introducing innovation in that earlier era speaks to the challenge that is presented 
above. 
Methodology 
It is my hope, therefore, that this dissertation will add to the literature of 
research in higher education in which a qualitative single case study illuminates 
timely issues in both theory and practice. Merriam (1988) draws particular atten- 
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tion to the need for research of this nature. In addition, I believe that the discus¬ 
sion which follows provides an example of significant processes of research as 
well. On the one hand, I have chosen to adopt the interpretative perspective and 
in so doing, have freed my active “I” voice from that of passive, impersonal “re¬ 
searcher.” Smircich and Stubbart (1985) explain that: “The interpretative per¬ 
spective highlights personal involvement with knowledge; it emphasizes that 
knowledge is standpoint dependent. An interpretive perspective aims to put the 
author back into the text, as one who authorizes the account” (p. 728). 
Secondly, I commend my own experience to other doctoral students as an 
example of the non-linear process of what Bargar and Duncan (1982) term “cre¬ 
ative endeavor” (p. 1). Each time I believed that I had mastered the relevant 
literature for the inquiry, new questions emerged that forced me back to the 
library to refine my understanding of the emerging concepts. 
What I initially envisioned as a refinement of an existing model from the 
literature on innovation turned into my own synthesis of hitherto minimally con¬ 
nected research on innovation, the culture of higher education, and the role of 
leadership. What follows, then, is my own model which, I believe, explains the 
success of an innovative adult degree program within the culture of a selective 
liberal arts institution. 
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CHAPTER II 
LITERATURE REVIEW 
Introduction 
The original research question which I posed was what accounted for the 
success of an innovative adult degree program (“ABC Program”) at a selective 
northeastern liberal arts college (“Summit College”). In order to account for the 
program’s persistence, it was clear that it would be necessary to trace the 
program’s evolution over the last two decades and to develop a picture of the host 
institution of which it was a part. These very general goals provided a point of 
departure for this study and have been addressed in Chapter IV, The History of 
the ABC Program. 
Inasmuch as the program’s emphasis is on providing adult students with 
baccalaureate degrees in the liberal arts and sciences, attention was directed at 
research on the phenomenon of adults in higher education (Aslanian 8c Brickell, 
1988; Brazziel, 1989; Chickering & Associates, 1981; Cross, 1987; Frances, 1989; 
Schlossberg, Lynch & Chickering, 1989; Williams, 1977) as well as the characteris¬ 
tics and experiences of adult degree programs over the past twenty years (Eldred 
8c Marienau, 1979; Harten 8c Boyer, 1985; Jacobson, 1970; Johnson 1984; Leckie 8c 
Sallis, 1984; Luck 8c Galloway, 1981; Medsker et al, 1975; Patton, 1975; White, 
1976). 
There are a multiplicity of perspectives from which to choose a basis for 
understanding a particular college (Pace, 1962) or organization (Morgan, 1986). 
My own experience as an undergraduate in an elite liberal arts college, graduate 
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work in two public research-oriented universities, and professional experience in a 
public community college had created a sensitivity to the significant differences 
between and among these highly disparate segments of American higher educa¬ 
tion. In thinking about how best to characterize what distinguished each institu¬ 
tion, I was struck by the interplay between differences in the missions of the vari¬ 
ous institutional types and the unique character of the particular college or univer¬ 
sity. 
The most informative work on the typology of American higher education is 
Jencks and Riesman (1977). Summit College fits the model they describe as 
“university colleges,” which are primarily liberal arts institutions functioning as “de 
facto prep schools” for a selective segment of graduate and professional schools 
(p. 24). Also relevant in regard to classifications of institutions of higher educa¬ 
tion were Clark (1983), whose work introduced a cross-national perspective, and 
Bimbaum (1988) for an application of organizational leadership theory to a 
typology of American higher educational organizations. 
At this point in the inquiry, the notion of the distinctive culture of a given 
institution provided the explanatory framework which linked institutional type 
and unique institutional identity (Clark, 1972; Kamens, 1977). Broader inquiry 
into the newer research in higher education revealed that culture is indeed a 
major focus within the recent literature (Kuh 8c Whitt, 1988; Masland, 1985; 
Tierney, 1987,1988). 
Adopting a cultural perspective from which to develop this case study led in 
two further directions simultaneously. One path led back to recent works on 
17 
organizational analysis in which compelling arguments were advanced for adopt¬ 
ing the paradigm of culture (Allaire 8c Firsirotu, 1984; Deal 8c Kennedy, 1983; 
Gregory, 1983; Jelinek, Smircich 8c Hirsch, 1983; Morgan, 1986; Ouchi 8c Wilkins, 
1985; Peters 8c Waterman, 1982; Pettigrew, 1979; Schein, 1987; Sergiovanni 8c 
Corbally, 1984; Smircich, 1983; Wilkins 8c Ouichi, 1983). Illustrative of the argu¬ 
ment advanced in these works is the proposal that culture be adopted as a “root 
metaphor” in order to direct attention away from previous mechanistic, one¬ 
dimensional emphases on structure or technology and to focus instead on a more 
complex, often paradoxical mode of analysis which highlights shared understand¬ 
ing, norms, and values. This use of the cultural paradigm encompasses a highly 
dynamic view of organizations which identifies culture as both organizational 
process and product (Jelinek, Smircich 8c Hirsch, 1983, p. 331). In proposing 
further research on the culture of higher educational organizations, Tierney 
reflects this dynamic view in asserting that “organizations are less social fact and 
more on-going social definition” (1987, p. 65). 
The other path led in the direction of research on organizational innovation. 
Initially, research was chosen that proposed models of viewing the process of 
innovation in general (Bennis, Benne 8c Chin, 1969; Lindquist, 1978; Rogers 8c 
Shoemaker, 1971), then the topic was narrowed to innovation in higher education 
(Baldridge 8c Deal, 1975; Brick 8c McGrath, 1969; Clark, 1983; Clark, 1968; Davis et 
al, 1982; Hefferlin, 1969; Evans 8c Leppman, 1968; Keller, 1983; Kerr, 1968; 
Kozma, 1985; Levine, 1978,1980; Mortorana 8c Kuhns, 1975; Parlett & Hamilton, 
1972; Redmon, 1982; Simmons, 1980; Weick, 1976, and an entire issue of The 
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Journal of Higher Education. 1984, v. 55). Most of the literature concerned with 
innovation in higher education paralleled that in the organizational field in which 
the innovations involved either new leadership strategies, new structures, or new 
educational technologies. The context was often a single event in the institution’s 
experience and discussion centered around identification of need, diffusion of the 
innovation, and resistance to the innovation. 
The more complex, even paradoxical level of analysis called for by those 
utilizing the paradigm of organizational culture was not found in research on 
innovation in higher education. Rossman, Corbett, and Firestone (1988) had 
made the connection between organizational culture and the experience of inno¬ 
vation at the secondary level. Deal, who is among the first to have identified the 
importance of culture in understanding organizations, both in and out of educa¬ 
tion, has recently written about the relationship between culture, change, and loss 
(1989). He describes the tension between culture and change: 
Culture provides stability, fosters certainty, solidifies order and 
predictability, and creates meaning. 
Change, on the other hand, creates instability and ambiguity. 
When change becomes necessary for survival, culture actively and 
forcefully begins to work against an organization. All human beings 
have a basic need to make sense of this world, to feel in control, and 
to create meaning, (p. 1) 
Two works which provided very important insights on the relationship be¬ 
tween innovation and culture in higher education did not explicitly work from the 
cultural perspective (Levine, 1980; White, 1976). However, their perspectives on 
educational organizations placed significant emphasis on concepts subsumed 
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under “culture,” such as values, norms, goals, and boundaries, in the subsequent 
research on higher education. Levine’s model of how innovations succeed or fail 
provided an initial explanatory theory against which the case narrative could be 
applied. White’s research dealt with the introduction of adult degree programs 
and supplied additional elements to those identified by Levine which merited 
attention as the research for this dissertation progressed. This discussion will be 
expanded below. In acknowledging the limitations of the extant literature on 
innovation and the culture of higher education, it is relevant to note that it is 
precisely toward filling such a gap that this dissertation is directed. 
In order to undertake this study, an appropriate methodology had to be 
identified which addressed the requirements of a case study and were also appro¬ 
priate for the operative paradigm of culture, which defined it as dynamic, com¬ 
plex, and paradoxical. Particularly useful in addressing the requirements of case 
study research were Kennedy, 1979; Merriam, 1988; Pettigrew, 1979, 1985; Stake, 
1978; and Yin, 1981a and b, 1984. Specific techniques involved in undertaking 
qualitative research were based on Bogdan, 1972; Bogdan 8c Taylor, 1975; 
Campbell, 1955; Jick, 1979; Karen, 1989; LeCompte 8c Goetz, 1982; Marshall 8c 
Rossman, 1989; Miles 8c Huberman, 1984; Morgan 8c Spanish, 1984; Patton, 1980; 
Schwartz 8c Schwartz, 1955; Siehl 8c Martin, 1988; Spradley, 1979; Van Maanen, 
1988; Van Maanen, Dobbs 8c Faulkner, 1982. 
A broader theoretical grounding in qualitative inquiry came from Fetterman, 
1984; Fetterman 8c Pittman, 1986; Lincoln 8c Guba, 1985; Merriam, 1989; Reason 
8c Rowan, 1981, and Schein, 1987. Essential to an understanding of this body of 
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writing required, in turn, consultation with seminal authors in the field of anthro¬ 
pology (Geertz, 1973; Pelto, 1976) and sociology (Berger 8c Luckmann, 1966) 
whose work provided the bedrock concepts undergirding the holistic, culturally- 
oriented, qualitative research tradition. The specific concepts and techniques 
adopted for this dissertation will be elaborated in Chapter III, Research Design. 
Adult Degree Programs 
The best source of information on the nature and range of adult degree 
baccalaureate programs at accredited colleges and universities is a 1979 ERIC/ 
AAHE Report by Eldred and Marienau, entitled Adult Baccalaureate Programs. 
This report provides a multi-dimensional reference which serves to locate the 
program considered in the present case study within a larger realm. Since the 
decade of the seventies represents the most intense period for the institutionaliza¬ 
tion of adult degree programs in American higher education, their study at the 
end of that decade which represents 137 programs in forty states can be consid¬ 
ered authoritative. 
The other most significant source of information about the state of adult 
baccalaureate programs is Extending Opportunities for a College Degree was 
published in 1975 by the Center for Research and Development in Higher Educa¬ 
tion at the University of California, Berkeley. Concerned with developing policy 
recommendations for program development, staffing, funding, and student ser¬ 
vices, the authors relied on extensive research into sixteen representative pro- 
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grams representing the major types of what they term “extended degree pro¬ 
grams:” 
1. Extended-campus 
2. Liberal studies/adult degree 
3. Individualized study 
4. Degree-by-examination. 
Eldred and Marienau identify the most significant factors which contributed 
to the plethora of adult degree programs in the seventies: 1. increasing costs in 
providing higher education, leading to exploration of new sources of revenue; 2. 
demographic projections of declining traditional enrollment, leading to a market 
orientation for college admissions; 3. new federal funding for adult and part-time 
learners; 4. political pressures to serve adult learners; 5. competition from non- 
academic institutions in serving older students; 6. the academic relevance move¬ 
ment of the late sixties which legitimized individualized curricula for adults; 7. the 
doctrine of egalitarianism which established the goal of bringing previously 
underserved groups into the American mainstream via education; 8. concerns 
that equity become a goal for institutions of higher education (closely related to 
#7 above); 9. recognition of the change-orientation of society and the concomi¬ 
tant need for an educated citizenry (p. 5). 
A 1977 UNESCO-published world-wide study of lifelong education by higher 
education institutions addresses many of these issues and conveys the spirit of the 
decade in this regard: 
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In general, the development of lifelong education in a society will 
introduce much needed flexibility into the educational system,... 
providing increased opportunities for adults to acquire new skills 
and continue the development of their potential abilities and their 
latent talents. No longer will opportunities once missed at school be 
missed for ever. (Williams, 1977,p. 23) 
In spite of goals of egalitarianism and equity, the adult students enrolled in 
American higher education throughout the seventies were very similar in their 
backgrounds to traditional students. They most often had already attended col¬ 
lege and had usually been employed for a number of years (Eldred & Marienau, 
1979, p. 5). K. P. Cross points out that students with some college experience are 
the most likely to seek college degrees (1987, p. 17). Another author, decrying 
the failure of adult degree programs to open up the system of higher education to 
those previously excluded, found evidence from a survey of 1500 adult degree 
recipients that: “The BA graduates were predominantly white, male, between 30 
and 40 years of age, married, and working in professional or sub-professional 
occupations.. .The vast majority (four out of five) had been previously enrolled in 
a traditional degree program” (Sharp, 1979, p. iv). In an attempt to minimize 
barriers to participation in adult degree programs, Eldred and Marienau found 
that enrollments were facilitated by special scheduling, as well as modified admis¬ 
sions and residence requirements (1979, p. 2). These proved to be necessary, but 
usually not sufficient, prerequisites to increased adult enrollment. 
Eldred and Marienau closely examined the institutional context and found 
that the vast majority of adult degree programs were established within existing 
public or private institutions. Since many of these were small in size (two-thirds 
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were in small, private colleges), the adult degree enrollment was also small, rang¬ 
ing between one hundred and five hundred students. Local, state, and regional 
consortium arrangements were formed by many of these institutions, either for 
the purpose of extending program offerings to students and/or to allow the 
educators to interact and share expertise in this growing field. Funding came 
primarily from tuition, since most of the programs failed to gain equal budgeting 
with other programs at their host institutions. In spite of alternative admissions 
criteria, programs were required to develop standards compatible with those of 
the host institution. Typically, therefore, they require evidence of high school 
graduation, special essays, letters of recommendation or reference, and records of 
any previous college work (pp. 2-3,15, 20). 
Of particular significance is the expansion of the role of the faculty to that of 
mentors, learning facilitators, or learning consultants in independent learning 
settings (Eldred & Marienau, 1979, p. 3). This last feature was also noted by 
Medsker et al (1975), pointing to potential conflicts of interest between faculty 
mentors and self-directed adults, the increased faculty workloads and related 
problems of compensation from individualized learning modes in particular, and 
the need for preparing faculty to deal with these new roles. “Combining the 
functions of advisor, instructor, and facilitator of learning through alternative 
resources requires a whole new breed of ‘academic professional.’...Thus, the role 
of the faculty must be similarly refashioned” (p. 184). 
A case study of the introduction of an adult degree program at Millsaps Col¬ 
lege in Jackson, Mississippi, highlights this issue of changed faculty role: 
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Traditionally, faculty function as authority figures, imparting knowl¬ 
edge to fairly passive, younger students. Now that special program¬ 
ming for adults was being considered, these same faculty would have 
to assume less authoritarian roles, more as guides, counselors, men¬ 
tors or evaluators for persons who, in many instances, would be their 
peers. For many accustomed to traditional methods, the new ways of 
dealing with students brought about concern. (Leckie & Sallis, 
1984, p. 7) 
Although traditional residency requirements for adult students were usually 
modified, two-thirds of the programs studied by Eldred and Marienau had some 
sort of residency requirements. “Residency” refers to the number of credits or 
semester a student must spend at the degree-granting institution; residency re¬ 
quirements in the common parlance deal with requirements that traditional 
students live in college housing, which are universally waived for adult students. 
Even in those programs which had a technical or professional orientation, “a 
strong liberal education thrust is evident in nearly all the adult programs sur¬ 
veyed” (p. 24). In one third of the programs, faculty maintained sole control over 
curriculum design. These themes of faculty control and faculty role in what are 
often innovative programs will be addressed in the body of this dissertation. 
What Eldred and Marienau have to say about institutional adaptation to adult 
degree programs is particularly relevant to the case study which follows. They 
acknowledge that while adult degree programs historically have survived within 
established institutions, the demands of adult students, the attempt of adult de¬ 
gree programs to meet their needs, and even the desire of colleges and universi- 
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ties to be responsive, the very nature of higher educational institutions creates 
problems. 
Academic institutions are basically conservative in educational pur¬ 
pose and in support structures for innovative programs...Most 
higher education institutions do not establish their reputations on 
the basis of innovation, so that being a latecomer to institutional 
innovation does not undermine their operation. Since even the 
most traditional institutions continue to operate on a business-as- 
usual basis during peak period of radical reform, many such institu¬ 
tions are habitually cautious in their approach to innovation 
[Hefferlin 1969, pp. 11-16]; thus, many adult degree programs are 
established on 2m experimental or trial basis. While such arrange¬ 
ments force adult degree programs to operate under serious con¬ 
straints, established institutions are able to offer new options for 
adult degree-seekers without immediate threat to the present system 
[Houle 1973]. (1979, p. 23) 
A case study of two innovations introduced by the School for General Studies 
at Brooklyn College entitled Night and Day (Jacobson, 1970) emphasize the same 
general themes which will be developed in this dissertation: how the innovations 
were conceived, the resistance encountered, the methods used to foster their 
acceptance, and the experience of their institutionalization. Since one of these 
innovations at Brooklyn College was the Special Baccalaureate Program for Adults, 
this study is of particular interest in understanding how the innovation was altered 
as it went through a process of gaining legitimacy in the host institution. Jacobson 
writes, 
The story of the special baccalaureate program for adults begins with 
a dream. But it is not a story of a dream come true. Rather it is the 
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tale of a dream altered, modified and tempered by the interplay of 
organizational forces in a world of reality. (1970, pp. 91-92) 
Her description of this “dream” captures the vision embodied in the ABC 
Program as well: 
They boldly projected an educational experience freed from the 
credit-counting procrustean bed of the traditional baccalaureate 
program yet one which achieved the essential objectives of a liberal 
arts degree. Perhaps admission standards, curriculum structure, 
instructional methods and evaluation techniques could be modified 
in a manner which would make them more appropriate for the 
adults who were already leading responsible lives. Perhaps new vistas 
in higher education could be opened by devising new roads to reach 
the goals that a liberal arts degree is supposed to accomplish. This 
was the dream which led to a unique experiment in higher educa¬ 
tion. (1970, pp. 92-93) 
It is worth noting that the current public relations campaign for the ABC 
Program at Summit College is built around the motto, “Dare to Dream.” 
Two different works in the field of adult higher education draw attention to 
the significance of achieving compatibility between programs that serve adult 
college students and the culture of the host institution in which they exist. 
Caffarella and O’Donnell (1987) describe a possible source of conflict between 
higher education administrators and those within higher education who serve 
adult learners. They argue that there is a difference between the values held, 
particularly in regard to how the institution defines success and standards of 
achievement. In general, both the institutional leaders and the adult educators 
share the belief that education improves the individual, although neither group 
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can measure the results. Yet the institution is often forced to demonstrate its 
success in concrete statistical terms, such as the number of students served and the 
amount of revenue generated. In contrast, the adult educator is more often 
attuned to meeting student and community needs, recognizing that if these are 
not met, the “customer” may seek other educational options. Clearly, loss of 
“customers” ultimately impacts on revenue and numbers, thus there is an opportu¬ 
nity for coming together around common values and concerns. The authors 
emphasize the need for intra-institutional communication which will first clarify 
each constituency’s values and then foster agreement on compatible cultural 
values (pp. 5-6). 
An unpublished 1976 doctoral dissertation by White, entitled Toward a 
Theory of Program Development in Adult Higher Education: A Study of Credit- 
Bearing Programs in New Jersey State Colleges, provides the nexus between the 
adult education literature and the literature on innovation in higher education. 
White pays particular attention to “the skillful leader as the most important aspect 
of any successful effort at educational innovation” (pp. 31-33). In addition, he 
stresses the importance of manipulating positive perceptions of the program 
among decision-makers within and outside the institution to whom the director 
must be linked in order to gain necessary resources and influence. In his conclu¬ 
sion, White asserts, “Theoretical concepts of the program development process 
place the administrator in the center of the action completely surrounded by the 
institutional environment” (pp. 131-132). White’s definition of “institutional 
environment” encompasses goals, values, norms, institutional structure, institu- 
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tional history, and shared meaning—all of which are essential elements of how 
institutional culture is defined by Kuh and Whitt (1988) and others. Therefore, it 
is legitimate to view White’s research as providing a useful comparative set of cases 
for viewing the relationship between innovation and institutional culture with 
particular reference to adult degree programs. In addition, reading White’s 
dissertation was helpful in developing a focus for this study and served to draw 
attention to the role of the administrator, the boundaries of the institutional 
culture, and the perceptions of other individuals and groups with whom the 
administrator must form linkages in order to gain necessary institutional re¬ 
sources. 
The Culture of Higher Education 
A 1988 ASHE-ERIC Higher Education Report by Kuh and Whitt, The Invisible 
Tapestry, is entirely dedicated to the topic of culture in American institutions of 
higher education and applies the literature on organizational culture to the study 
of higher education. They assert that, in order “to understand and appreciate the 
distinctive aspects of a college or university, examine its culture” (p. 96). They 
extend the concept of culture to all the major aspects of an institution: “history, 
tradition, values, ecological context, and individual personalities” (p. 98) as well as 
its policies and practices (p. 100). 
The significance of this report cannot be overstated: it brings up to date the 
conceptual foundations for studying culture, offers a useful working definition of 
culture (see below), and directs attention to major questions which help to focus a 
study of a specific institution’s culture. The twenty-one page listing of references 
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provided a summer’s worth of library research, bringing together sources from 
ERIC documents, journals spanning education, the social sciences, and manage¬ 
ment, and numerous books, including several msyor works on qualitative research. 
Kuh and Whitt’s definition of culture provides the operative definition for this 
dissertation. 
Persistent patterns of norms, values, practices, beliefs, and assump¬ 
tions that shape the behavior of individuals and groups in a college 
or university and provide a frame of reference within which to inter¬ 
pret the meaning of events and actions on and off the campus. 
(p. iv) 
It is important to note Kuh and Whitt’s emphasis on culture as having inter¬ 
pretive value for the meaning individuals assign to significant events. The identifi¬ 
cation of human meaning-making as the core of culture follows contemporary 
writers in the fields of cultural anthropology, such as Geertz (1973), and in the 
sociology of knowledge, especially Berger and Luckman (1967). Tierney, for 
example, refers to Geertz’s definition of culture as the “webs of significance [man] 
himself has spun” as the foundation for his approach to organizational analysis 
which “occurs as if the institution were an interconnected web that cannot be 
understood unless one looks not only at the structure and natural laws of that web, 
but also at the actor’s interpretations of the web itself’ (1988, p. 4). He goes on to 
stress the need for leaders to have a “full, nuanced understanding of the 
organization’s culture” as they attempt to implement decisions (1988, p. 5). This 
approach is echoed by Sergiovanni who extends it to a definition of most higher 
educational institutions as multi-cultural in nature. In this “multi-cultural” envi- 
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ronment, “The object of leadership is the stirring of human consciousness, the 
interpretation and enhancement of meanings, the articulation of key cultural 
strands, and the linking of organizational members to them” (1984, p. 8). 
Ouchi and Wilkins (1985) conducted a citation analysis of three collections of 
articles on the topic of organizational culture, all of which appeared in 1983. 
From the thirty-two articles analyzed, they noted the following pattern which 
acknowledges what they term “the heterogeneous intellectual roots” of the organi¬ 
zational culture paradigm from the disciplines of anthropology, sociology, and 
management [including what may be considered the related field of education 
administration]: Geertz (1963)-ten citations; Berger &Luckman (1966)-seven 
citations; B. Clark ((1970)-seven citations; Deal 8c Kennedy-seven citations; Ouchi 
(197l)-six citations; Pettigrew (1970)-six citations; and Weick (1979)-six citations 
(p. 459). 
Another important review of recent literature in the field of organizational 
culture by Allaire and Firsirotu (1984) provides a more explicit link between 
significant fields of study in cultural anthropology and related views about organi¬ 
zational culture, although Smircich’s (1983) more widely cited article does survey 
this same sets of relationships. What is especially useful in the former work is the 
model (Figure 2.1) they elaborate which “propose (s) an integrative concept of 
organizational culture as a useful metaphor for studying the processes of decay, 
adaptation and radical change in complex organizations” (p. 193). This study 
makes particularly clear the understanding of culture as an ideational system, that 
is, the shared “fabric of meaning in terms of which human beings interpret their 
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experience and guide their action” which is attributed to Geertz (1973) and which 
informs the work of Clark, Pettigrew, Wilkins, and Smircich (p. 221). 
Consistent with this interpretative view of culture is a recent work on change 
in schools, viewed from the perspective of institutional culture. Rossman, Corbett, 
and Firestone demonstrate the link between culture and innovation in their 1988 
report of comparative case studies of three high schools facing significant change. 
They note that while not all change impacts on culture, “cultural change results 
from normative challenges” (p. 62). In addition, they define “cultural change” as 
“the acceptance or internalization of new definitions of what is and what ought to 
be” (p. 129). The interviews from which their study was written elicited powerful 
evidence on how the specific culture of a school and the general norms of the 
teaching profession are internalized to shape the attitudes and behaviors related 
to change. Their analysis has relevance to understanding the values and attitudes 
of the higher education faculty sub-culture, which will be discussed below. 
In the last decade, a strand within the vast literature on management and 
organizational behavior has focused on the descriptive power of culture as a “root 
metaphor” (Smircich, 1983, p. 342) which raises issues of context and meaning 
hitherto ignored by the rational approach to understanding organizations 
(Smircich, 1983, p. 355). Deal and Kennedy (1983) provided a model of organiza¬ 
tional culture which focused on shared values, heroes/heroines, rituals and ceremonies, 
and the network that communicates the culture. Clark pays particular attention to 
the stories or “sagas'” that characterize the strongly defined cultures which are most 
often found in small colleges with long histories (1972). Peters and Waterman 
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(1982) emphasized the importance of an organization’s goals and values in ac¬ 
counting for its competitive success. Bimbaum calls the unproven but widely held 
expectations of how colleges function “rationalized myths” after Meyer and Rowan. 
He explains, “they are ‘rationalized’ because they are defined as necessary to meet 
the technical requirements of the organization; they are ‘myths’ because they are 
generally accepted as legitimate social constructions that need no proof’ (1988, 
p. 76). 
The thrust of these works has been to move the understanding of the role of 
culture in organizational life from exclusively product to product and process. 
The process emphasis highlights the constantly changing nature of organizational 
culture, as individuals constantly make and recreate meaning (Jelinek, Smircich, & 
Hirsch, 1983; March, 1982; Pettigrew, 1979; Tierney 1987). Sergiovanni and 
Corbally point out that “the cultural perspective is particularly important in under¬ 
standing loosely structured organizations” such as characterize those in higher 
education (1984, p. ix). 
In viewing an individual institution as a distinctive cultural system, Bimbaum 
points out that it also exists within larger systems. Thus, specific aspects of a 
college’s culture stem from the national educational system, the culture of the 
academic profession, that of the specific academic disciplines, and that of the peer 
system of its comparable institutions (1988, p. 73). In this case study of an elite 
liberal arts college, all of these elements will be noted, with particular emphasis on 
the latter. Bimbaum suggests that it is precisely this “shared background cultures 
of peer groups [which] are likely to exert more influence than institutional differ- 
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ences in most cases” (p. 75). Before leaving the impact of the external environ¬ 
ment on an institution’s culture, another perspective on this topic is provided by 
Schein (1987) who notes that the physical, technological, and cultural external 
environment all generate activities and interactions within an organization’s 
culture. These, in turn, generate what he calls “sentiments and norms,” which 
then reciprocally influence the external environment. In addition, they begin to 
influence what aspects of the external environment leaders within the organiza¬ 
tional culture pay attention to. In that sense, the operative external environment 
is defined by the internal culture (1987, see especially pp. 50-52). Schein’s re¬ 
search is particularly important because he is not only a widely-cited writer in the 
field of organizational theory, but he is also a consultant who spends considerable 
time in the field. That Schein, like Tierney and Pettigrew, has adopted the cul¬ 
tural perspective on the basis of both theoretical and applied considerations 
further underscores the wisdom of this approach. 
In addition, the paradigm of culture provides a way of conceptualizing impor¬ 
tant groups within an organization as comprising constituent sub-cultures or 
independent cultures in and of themselves. Gregory (1983) points to the insight 
from anthropology that culture shapes an individual’s total worldview and tends to 
have a taken-for-granted quality. Therefore, perceptions which are obvious to 
individuals within one culture may not be clear at all those those embedded in a 
different culture. In conceptualizing organizations as multi-cultural in nature, the 
essence of improving internal communication rests, therefore, with developing 
cross-cultural dialogue. As noted above, Sergiovanni (1984) identifies the primary 
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challenge of leading the modem university as the need to articulate the diverse 
cultural strands which characterize its sub-cultures (p. 8). 
Going back two decades, a significant literature emerged from the field of 
social psychology which documented the existence of single or multiple student 
sub-cultures (Newcomb, 1962; Clark & Trow, 1966; Sanford, 1966; Bolton & 
Kammeyer, 1967; Yamamoto, 1968). Building on the notion of different student 
sub-cultures are two more recent works: Gaff and Gaff (1981) discuss the relation¬ 
ship of adult students with their faculty, noting that “anecdotes abound that illus¬ 
trate the special character of relationships between faculty and older students.” 
They attribute this special bond to the broader range of adult students’ life experi¬ 
ence, including “a longer history of independent thought and action, of responsi¬ 
bility for themselves and others, and of playing a variety of roles” (pp. 642-643). 
While acknowledging that some teachers may feel as if their authority is threat¬ 
ened, many others testify to a deeper understanding of subject matter which 
results, as well as opportunities for fruitful role reversals between teacher and 
learner. Interviews with Summit college faculty add abundant anecdotes which 
are consistent with those cited by Gaff and Gaff. 
Horowitz’s (1987) history of American undergraduate culture over the past 
two hundred years identifies one important student subculture as the “outsiders.” 
Originally, these were the “pious” young men destined for the ministry who re¬ 
sisted the hedonism and anti-intellectualism of the dominant collegiate student 
culture. Later, this group was augmented by upwardly mobile young men and 
women, often from poor families. In the early twentieth century, Jewish students, 
36 
the quintessential cultural outsiders, were added to the group. By the late nine¬ 
teen seventies, Horowitz asserts that the outsiders are the dominant group on 
campus, including in her expanded definition of the outsiders part-time, com¬ 
muter and returning adult women students. She notes their seriousness of pur¬ 
pose, tendency to “grind,” and ability to characterize faculty not as opponents, but 
as potential colleagues and mentors (especially chapter 3 and Coda). The term 
“outsiders” is applicable in characterizing the adult students in the ABC Program 
at Summit College, both from their own descriptions and those of the faculty and 
administrators. 
Some of these same studies from the nineteen sixties which identified student 
subcultures also described a distinctive faculty sub-culture (Newcomb, 1962; 
Sanford, 1966). Kerr discussed the conservative tendencies of college faculties in 
the chapter entitled, “Conservatism, Dynamism and the Changing University,” in a 
1968 volume edited by Eurich which attempted to forecast significant trends 
facing higher education in the coming decade. Kerr (1968) asserts that “Change 
is a traumatic experience for an academic community... [and] when change comes 
it is rarely at the instigation” of the faculty, who are “more likely to accept or reject 
or comment, than to devise and propose” (p. 303). Newcomb and Wilson (1966) 
come to the same conclusion in their description of the role of the faculty in 
selective liberal arts colleges (pp. 49-50). 
A useful article which ties together concerns with faculty sub-culture, attitudes 
toward change, and adult degree programs is “Faculty Reception to Change: A 
Study of Attitudes Toward External Degree Programs,” by Johnson (1984). Her 
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findings that the best predictors of faculty receptivity to an external degree pro¬ 
gram are: the feasibility of the program to the faculty member’s field, agreement 
with the goal of making degrees more accessible to non-traditional students, and 
the extent to which alternative delivery systems are available (p. 493). These 
conclusions are highly congruent with the anecdotal evidence obtained in inter¬ 
views with faculty at Summit College about their receptivity to that institution’s 
adult degree program [see Ch. IV]. 
In his case study, “Extended Education in an Elite Institution,” Patton (1975) 
looked at incentives for faculty participation. Among his conclusions were: 1- 
support from the top administrators must be utilized to encourage faculty partici¬ 
pation and 2-faculty must be rewarded for their participation (p. 443). Research 
by Nolan, Anderson & Mowrer (1977), Votruba (1978), and Medsker et al (1975) 
on faculty attitudes toward a non-traditional program all emphasized the impor¬ 
tance of an external reward structure that is connected to participation in such a 
program. In order to understand more fully the role that internal and external 
rewards have played in winning faculty support for the ABC Program at Summit 
College, I found Finkelstein’s 1984 work on The American Academic Profession 
useful in its delineation of distinctive groupings within the larger faculty sub¬ 
culture. Finkelstein’s research looked at how various faculty groups were moti¬ 
vated by extrinsic as well as intrinsic values in their respective orientation toward 
teaching, research, and service as well as in their attitudes toward change (pp. 95- 
131). 
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A similar article traces the attitudes of college administrators toward innova¬ 
tion (Harten & Boyer, 1985) and serves to identify top college administrators, 
separate from the president, as yet another important sub-culture in many institu¬ 
tions. Their observation that “greater exposure to the external environment may 
increase awareness of the need for change and in turn increase the motivation to 
try nontraditional initiatives” (p. 211) was borne out in interviews with the Summit 
College president and administrator who played important roles in introducing 
the innovative ABC Program to the college (Interviews 26, 39). The nature of 
innovative institutions is the focus of Hefferlin’s Dynamics of Academic Reform. 
in which he makes the important observation that in matters of change, adminis¬ 
trators are most often responsible for adding new units to the institution, as op¬ 
posed to the types of change that emanate from faculty, students, or trustees 
(1969, p. 79). This is indeed true of the case with which this dissertation is con¬ 
cerned. Moving from this body of literature to my research in the field, I have 
utilized the significant sub-cultures identified in these works to organize interview 
categories: top administrators (presidents and deans), program directors, faculty, 
and students. 
Organizational Change and Innovation 
Just as the literature on the culture of higher education has emerged from the 
study of the culture of organizations, so, too, is the literature on change in higher 
education based on studies of organizational change. Keller’s 1983 Academic 
Strategy: The Management Revolution in American Higher Education praised the 
introduction of strategic planning into the field of higher education as a neces- 
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sary approach to dealing with change. The very tide of Bennis, Benne, and Chin’s 
study of change in higher education, The Planning of Change, reflects their 
reliance on the rational decision-making models developed in organizational 
studies. Acknowledging the extensive literature in contemporary social science 
which deals with change, Chin and Benne state, “we shall limit our discussion to 
those changes which are planned changes—in which attempts to bring about 
change are conscious, deliberate, and intended....” (Chin & Benne in Bennis, 
Benne, & Chin, 1969, pp. 32-33). In this same volume, Benne and Bimbaum 
argue that “The planning of change has become part of the responsibility of 
management in all contemporary institutions, whether the task of the institution is 
defined in terms of health, education, social welfare, industrial production, or 
religious indoctrination” (p. 328). 
Over the last fifteen years, a substantial body of work has attempted to apply 
knowledge gained from the social sciences and organizational studies to the field 
of education, while acknowledging that unique factors affect the outcome of 
change in this field. Baldridge and Deal argue: 
Certainly there are no valid, tested scientific principles of change. 
Stimulating and managing change could, however, be less an intui¬ 
tive process if knowledge based on social science research and the 
experience of practicing change agents were applied. (1975, p. 1) 
They then proceed to note: 
For example, in this period of tightened financial resources, there is 
a demand for ‘efficiency’ and ‘scientific management’ in educa¬ 
tional organizations. All too often, well-intended programs are 
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undermined because there is little or no regard for the special 
conditions and historical procedures of educational organizations. 
(1975, p. 6) 
The complicating nature of innovation for the governance of higher educa¬ 
tion is explored in a brief article by Redmon in the Summer 1982 College Board 
Review, in which he characterizes the social structure of an institution as “pluralis¬ 
tic—fractured by subcultures and divergent interest groups” (p. 19). Martorana 
and Kuhns looked at how academic change is or should be managed in their 1975 
work, in which they noted that “Virtually every American college is trying out new 
ideas...” (p.l) in their first chapter, entitled “Innovation: Necessity or Fad.” In 
reviewing the body of work on change in educational institutions, they find “some 
positive and some negative features, depending on how they are used and the 
general organizational context in which they are employed” (p. 164) and then go 
on to develop a series of “Guidelines for Change Leaders” which reflect a rational 
decision-making approach to the management of change. 
Weick introduced the concept of educational organizations as loosely coupled 
systems in a 1976 article by that name. At that same time, March and Olson seri¬ 
ously challenged the rational decision making model with their notion of “garbage 
can” decision making, in which a steady flow of problems and solutions compete 
for the attention of organizational leaders. But other authors, notably Lutz 
(1982), argued that “the application of other organizational and administrative 
models would be more productive in both administering universities and in re¬ 
searching their organizational processes” (p. 653). 
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Birnbaum, writing about higher education in 1988, questions the appropriate¬ 
ness of models taken from organizational studies of the business world: “Although 
it is tempting to consider a college or university, in view of its corporate existence, 
as being comparable in many ways to a business corporation, the differences 
between the two are striking” (1988, p. 28). Bimbaum’s work is particularly useful 
because he argues that within higher education, there are essentially different 
organizational models which range from research universities to community 
colleges, each operating within “the culture of the peer system composed of com¬ 
parable institutions” (p. 73) as well as its distinct institutional culture. 
The subtitle of Birnbaum’s How Colleges Work (19881 is: “The Cybernetics 
of Academic Organization and Leadership.” The rational decision making ap¬ 
proach to organizational change is superseded, then, by the cybernetic model. (I 
have not discussed other models such as the bureaucratic or political because most 
of the literature I found relevant to my study appeared to be grounded either in a 
rational decision-making approach or in the concept of a loosely-coupled organi¬ 
zation.) In applying the cybernetic view of organizations to an essentially cultural 
model of organization in higher education, Birnbaum provides a nexus between 
the literature on organizations, higher education, leadership, culture, and change. 
Birnbaum’s analysis is helpful in understanding what the preeminent scholar of 
higher education, Burton Clark, has called “the contradictions of change in aca¬ 
demic systems,” namely, the contradictory tendencies to both order and disorder 
(1983, p. 101). In addition, I believe that Birnbaum provides that “other organiza¬ 
tional model” called for by Lutz (1982). 
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Morgan masterfully enumerates a gamut of perspectives for viewing organiza¬ 
tions in Images of Organizations (1986). His work suggests to me that while many 
views have merit, the researcher must adopt a dominant paradigm, similar to 
Smircich’s concept of a “root metaphor” (1983). I find Bimbaum’s (1988) view 
provides the most useful synthesis I have found for understanding the particular 
organizational dynamics of higher education from the perspective of the cultural 
paradigm. 
In sum, organizational cultures establish the boundaries within 
which various behaviors and processes take place. By helping to 
create shared symbols, myths, and perceptions of reality, they allow 
participants to make sense of an equivocal world and to establish 
consensus on appropriate behavior. Unlike explicit mechanisms for 
controlling the behavior of organizational participants, such as rules, 
regulations, job descriptions, or chains of command, cultures are 
implicit, unobtrusive, and for the most part not subject to purposeful 
manipulation by administrators. .. .Culture, like other aspects of 
organizations and all other systems, constantly loses energy and 
moves toward entropy and disorder. A major function of the energy 
of administrators is to prevent the organization’s culture from falling 
apart, (pp. 80-81) 
The Institutionalization of Innovation 
In 1980 Levine published a study on innovation in higher education which 
drew upon two decades of organizational studies that had described a series of 
orderly, predictable stages in the innovation process. 
Martorana and Kuhns, for example, termed these the “life cycle of develop¬ 
mental stages” (1975, p. 179). Levine found confirmation in his own research for 
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four basic steps to the innovation process which had been identified in previous 
research: 
1- recognition of need 
2- planning and formulating a solution 
3- initiation and implementation of plan 
4- institutionalization or termination. 
Levine’s contribution to the literature was to elaborate the stage at which an 
innovation is either institutionalized [others identify this stage as “integration” or 
“stabilization,” see, for example, Johnson et al (1983)] or terminated, because he 
found that previous studies had concentrated almost exclusively on the first three 
stages which failed to explore either the nature of the innovation itself or its 
impact on the host organization (1980, pp. 6-8). In his attempt to explain why so 
many innovations fail, that is, dissipate without achieving their intended purpose, 
Levine provides a compelling analysis of the process whereby innovations succeed, 
or persist (1980, p. 9). 
Beginning with the recognition that every organization has its unique charac¬ 
ter which stems from its particular norms, values, and goals, Levine then explains 
how “organizations guard their personalities against potentially entropic forces 
both within the organization and in the external environment.” The operative 
mechanisms, or boundaries “define a limited set of activities and provide stability 
and consistency for the organization. Boundaries function to maintain the status 
quo” (1980, p. 12). Innovations introduce new norms, values, and goals and 
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different boundaries, which pull the organization in opposing directions. In order 
to avoid the cost of internal conflict, Levine argues that 
conflict resolution and boundary convergence are the functions of 
the institutionalization or termination stage. There exist two mecha¬ 
nisms for accomplishing these ends ...The first mechanism is called 
boundary expansion and involves the adoption of the innovation’s 
personality traits by the host.. .Acceptance or absorption can involve 
establishing the innovation as an enclave or diffusing it throughout 
the organization....Diffusion is the process whereby innovation 
characteristics are allowed to spread through the host organization, 
and enclaving is the process whereby the innovation assumes an 
isolated position within the organization. [Author’s italics] (1980, 
P* 14) 
Levine identifies two factors which account for whether an innovation is 
eventually institutionalized or terminated. These critical factors are: compatibility 
or congruence with the host organization’s norms, values, and goals; it measures 
the appropriateness of an innovation within existing organizational boundaries, 
and profitability, the perception that an organization’s need has been satisfied, 
pragmatically assessed without reference to the organization’s boundaries. Profit¬ 
ability has an objective dimension, usually economic, as well as a subjective dimen¬ 
sion, with reference to realms such as security, growth, or prestige. Figure 2.2 
illustrates Levine’s model. 
Levine is very much in the mainstream of writers on innovation in identifying 
the significance of compatibility and profitability. Evans used “relative advantage,” 
which includes economic considerations, and “compatibility...the degree to which 
potential adopters feel it is consistent with their existing values and past experi- 
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ences” as the first two of the five criteria he found affected the rate of adoption of 
an innovation (1968, p. 17); Rogers and Shoemaker also order “relative advan¬ 
tage” and “compatibility” as the two most salient attributes of innovation (1971, p. 
39), while Miles terms this factor “system congruence” (1964, p. 637). The crite¬ 
rion for successful institutionalization in Levine’s scheme is that the innovation is 
perceived as both compatible and profitable. More specific definitions of profit¬ 
ability determine whether the innovation becomes diffused, throughout the organi¬ 
zation, for those which are generally profitable, or become enclaved if it is per¬ 
ceived as having particular profitability (1980, pp.15-20). Another way of under¬ 
standing the relationship between these two manifestations of successfully institu¬ 
tionalized innovation is to view them as points on a continuum. An innovative 
enclave can be introduced within an existing organization as a laboratory for 
institutional self-renewal. As its practices spread throughout the organization 
and/or those involved in the enclave move into the mainstream, aspects of the 
innovation or the innovation itself becomes diffused throughout the host institu¬ 
tion (pp. 4-6,156). 
Levine’s analysis is consistent with the conclusions reached in White’s study of 
higher education programs for adults described above, namely that the perception 
of a program was critical to its success. Two critical elements which recurred in 
his interviews are analogous to Levine’s use of compatibility and profitability: White 
reports that favorable perceptions “that the program is a bona-fide academic 
function and a contributor to the well-being of the host institution and the com¬ 
munity” were essential to attaining resources and support (p. 85). 
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Innovation Boundaries Organization Boundaries 
Compatibility ( + ) 
Self-interest 
Profitability ( + ) 
Compatibility (+) 
General 
Profitability ( + ) 
Compatibility ( + ) 
Profitability ( + ) 
Compatibility (+,—) 
Profitability (—) 
Figure 2.2 The Institutionalization or Termination of Innovation in 
Organizations 
(Levine, 1980, p. 20) 
Levine’s model can be applied to the first three stages in the introduction of 
the ABC Program at Summit College (i.e., recognition of need, planning and 
formulation of response, initiation and implementation of plan). 
In addition, his delineation of the conditions under which innovation is most 
likely to occur provide important acknowledgement of the role of external climate 
as well as internal climate in setting the stage for introducing innovations. The 
Zeitgeist of the sixties clearly favored change in general, while the literature on 
higher education form the seventies documents the specific changes that took 
place on so many college campuses, not the least of which involved the introduc¬ 
tion of programs for adult degree-seeking students. 
However, his scheme is inadequate to account for the institutionalization 
stage in one important regard. As White’s (1976) research demonstrates, the role 
of the adult program director is critical in shaping the perceptions of critical 
publics. Therefore, although Levine’s criteria of positive compatibility and profit¬ 
ability as prerequisites for successful institutionalization of an innovation will be 
demonstrated in the case of the ABC Program, White’s observations that these 
categories ultimately rest on the perceptions of critical decision makers must be 
added to Levine’s description. And, as White suggests, it is the success or failure of 
the program director in the marketing of his or her program that influences those 
perceptions (p. 85). Since elsewhere Levine does address the role of leadership in 
implementing change in his description of the process of curriculum change, it is 
clear that he does attribute importance to this factor (1976, esp. pp. 437-439). 
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The characteristics of the leader associated with innovation have been ex¬ 
plored by a number of writers. Rogers and Shoemaker, writing from a sociological 
analysis of innovation, stress the significance of influential individuals in the social 
hierarchy who function as opinion leaders and change agents (1971, esp. pp. 35- 
40). Miles draws attention to the specific characteristics beyond a general “hero” 
personality which have been identified with top administrators who have success¬ 
fully introduced innovation (1964, pp. 641-642). Beaudoin (1975) illustrates the 
central role of innovative leaders who possess good political instincts and connec¬ 
tions in his study of the development of a successful community-based adult de¬ 
gree program. 
T. Clark provides the connection between the compatibility of the innovation 
itself and the compatibility of the innovation leader with that culture: “It appears 
that the closer the personal characteristics of innovators to those valued by the 
university, the more acceptable the innovators.” His observation that innovation 
leaders are often marginal, having status in two or more institutional realms (1968, 
pp. 14-15) is particularly relevant to the case study which follows in which the 
original director of the ABC program was both a faculty member and assistant to 
the president, thus in a unique position to understand both the administration’s 
concern with external pressures and the faculty’s interest in maintaining internal 
values and traditions. In addition, the president who played a significant role in 
the inception of the program was himself both an outsider with cosmopolitan 
interests in the larger realm of American higher education as well as an insider by 
virtue of his status as an alumnus and son of a former Summit faculty member. 
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Corbett et al point out that the innovator is involved with the difficult process 
of managing change, which “requires knowing what changes are inherendy com¬ 
patible with the local culture, which ones are not, and which ones can be 
repackaged to fit existing norms” (1989, p. 57). Evans adds another important 
element necessary to the successful institutionalization of an innovation: that 
there is a long-term reinforcement built in to the system in which the innovation 
occurs (1968, p. 155). Levine’s reminder that the host organization is itself in a 
dynamic state underscores the complexity of the relationship between an unfold¬ 
ing innovation and a changing host culture (1980, p. 9). 
Methodology 
Nearly two decades ago, Pace (1962) surveyed the methods then used to 
describe college cultures and concluded that although “a variety of concepts and 
methods have been useful,” the essential issue is “the choice of questions to which 
the methods may be addressed” (p. 276). Underlying the focus of this dissertation 
are questions about how key groups within a particular college perceived of an 
innovative program at its introduction and over its subsequent history. A method¬ 
ology that is capable of investigating the nature of perceptions and interpretations, 
their impact over time, within the context of a particular cultural setting is called 
for. Furthermore, it is crucial to utilize a methodology consistent with the as¬ 
sumptions that are the central to viewing organization from a cultural perspective. 
The cultural paradigm’s emphasis on human meaning making and interpreta¬ 
tion comes from a tradition within the sociology of knowledge (Berger & 
Luckman, 1967) and anthropology (Geertz, 1973) which asserts that reality is a 
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socially constructed phenomenon based on human meaning-making of everyday 
experiences. In order to understand a particular reality, it is necessary to get at 
the interpretations of those who are directly involved. This emphasis on interpre¬ 
tation and the inevitable multiplicity of interpretations in a given situation is also 
fundamental to the naturalistic research paradigm, sometimes called the “inter¬ 
pretive” or “qualitative” paradigm. Therefore, there is a set of values intrinsic to 
the anthropological and sociological emphasis on culture which also inform this 
research tradition. These values are: 
phenomenology, holism, nonjudgmental orientation, and contextualization 
[italics added]. Phenomenology requires that investigators be 
guided by the insider’s viewpoint, the emic perspective. The concept 
of holism commands our attention to the larger picture and to the 
inter-related nature of the minute to the whole cultural system. A 
nonjudgmental orientation prevents the social scientist from making 
some of the more obvious value judgments in research. Biases are 
made explicit to mitigate their unintended effects on research. 
Contextualization demands that we place the data in its own envi¬ 
ronment so as to provide a more accurate representation. 
(Fetterman, 1984, p. 23) 
In addition, it is important to note a major assertion of this paradigm: inquiry 
cannot be value free because the researcher, too, constructs her reality based on 
her own previously held values and interpretations (Lincoln & Guba, 1985, pp. 9- 
10). 
One of the tenets of the naturalistic paradigm particularly consistent with a 
case study approached from the cultural perspective is that of holism. “There are 
multiple constructed realities that can be studied only holistically” (Lincoln & 
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Guba, 1985, p. 37). A holistic case study draws on historical background as well as 
observations made in situ by the researcher, functioning as an interacting partici¬ 
pant with her subjects. The naturalistic case study, then, has the potential to 
achieve: 
1. Reflective reporting by the involved investigator. 
2. Naturalistic generalizations and thick descriptions as the basis for 
substantive theory. 
3. Substantive theory derived from data. 
4. A representation of local contextual values. (Lincoln & Guba,1985, 
pp. 41-42) 
The importance of context is advocated by Pettigrew in two articles in which 
he discusses research on organizational change (1979,1985). “Remarkably few 
studies of change actually allow the change process to reveal itself in any kind of 
substantially temporal or contextual manner. Studies of innovation are, therefore, 
often preoccupied with the intricacies of particular changes, rather than the 
dynamic of changing” (1985, p. 233). Pettigrew’s understanding of change as a 
dynamic process requires a methodology which incorporates an historical perspec¬ 
tive: 
Time itself sets a frame of reference for what changes are seen and 
how those changes are explained...Where we sit influences not only 
where we stand but also what we see. Without longitudinal data, it is 
impossible to identify the processual dynamics of change, the rela¬ 
tion between forces of continuity and change, and therefore the 
indissoluble link between structure and process. (1985, p. 233) 
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Finally, Pettigrew calls for a research methodology that is sensitive to “the 
organizational culture receiving the change” (1985, p. 236). March summarized 
recent developments in the study of organizations by calling for researchers who 
were “acutely sensitive observers.. .who can report events without a premature 
commitment to an interpretation of events, who have the patience to watch what is 
happening, and who have the subtle minds of serious ethnographers [emphasis 
added]” (1982, p. 16). 
In Case Study Research in Education. Merriam states that “Case study has 
proved particularly useful for studying educational innovations...” (1988, p. 33). 
Davis, Strand, Alexander, and Hussain recommend the case study approach when 
innovation is viewed as a process (1982, p. 570). Baldridge argues, “The case study 
technique, coupled with serious attention to organizational history, does...provide 
a depth and richness that highlights many problems of organizational change” 
(1975, p. 429). Yin advocates employing the case study approach when research is 
undertaken to explain “a contemporary phenomenon in its real-life context” and 
when “the boundaries between phenomenon and context are not clearly evident” 
(1981, p. 98). 
It is important to acknowledge that qualitative case study as a research 
method is not without its critics. Simon notes that qualitative research in general 
and educational ethnography in particular have been criticized as so subjective 
that there can be no basis for arguing with the conclusions reached (1986, p. 52). 
Stake (1978) addresses concerns about the ability to generalize from a single case 
study as does Yin (1981, a and b) and others. Merriam’s argument that the quali- 
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tative case study “can examine a specific instance but illuminate a general prob¬ 
lem” and “can evaluate, summarize, and conclude, thus increasing its potential 
applicability” (1988, pp. 13-14) is advanced without further discussion at this 
point. A fuller examination of the merits of this methodology is provided in 
Chapter III: Research Design and Methodology. 
In light of the above, I believe that an interpretive case study is the most 
appropriate research methodology for explaining how an innovation has become 
institutionalized within the culture of a particular college, especially given the 
opportunity to devote a year to observing the innovation and the host culture in 
their natural setting. 
This case study will be developed through three primary techniques of data 
collection. Following Pettigrew, extensive use of the historical record provides an 
historical account of the innovation under study. The next two techniques, inter¬ 
views and participant observation, are recommended by Patton for what he terms 
“process evaluation” which is very close to what this study is attempting from an 
explanatory, rather than evaluative, stance. These data gathering techniques allow 
the researcher to search for “explanations of the successes, failures, and changes 
in a program. Under field conditions in the real world, people and unforeseen 
circumstances shape programs and modify initial plans in ways that are rarely 
trivial” (1980, p. 60). Schein (1987) also recommends interviewing and close 
observation in order to “infer the underlying assumptions that tie things together,” 
which he warns require “detective work and commitment, not because people are 
reluctant to surface their assumptions but because they are so taken for granted. 
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Yet when we do surface them, the cultural pattern suddenly clarifies and we begin 
to feel we really understand what is going on and why” (pp. 20-21). 
Summary 
This dissertation seeks to apply a cultural view of organizations to an explana¬ 
tory case study of an innovative adult degree program. In approaching the litera¬ 
ture, models were sought that could explain how an innovative program became 
an established part of its host institution. The literature on the development of 
programs in adult higher education provided an understanding of the elements of 
the particular program being studied. The literature on organizational culture, 
on organizational change, and on the culture of higher education generated a 
perspective which helped focus attention on distinctive elements such as external 
climate, unique history, values, norms, goals, boundaries, sagas, shared meanings, 
important sub-cultures, and the role of influential leaders while simultaneously 
seeking a holistic view of the organic, dynamic culture. The literature on the 
theory and techniques of qualitative, or naturalistic, inquiry provided the appro¬ 
priate means with which to undertake the case study. The actual experience of 
conducting the research motivated numerous occasions for returning to the 
literature to sort out the emerging categories and expand understandings of the 
basic concepts which are discussed in the chapters to follow. 
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CHAPTER III 
RESEARCH DESIGN AND METHODOLOGY 
Introduction 
Once a researcher has formulated the questions that prompt the study being 
undertaken, it then becomes necessary to determine an appropriate research 
design and related methodology. The primary concerns are to adopt a theoretical 
perspective that is consistent with the questions being raised and then to choose a 
methodology of data collection that fits that perspective. At the same time, a 
researcher is motivated by practical concerns: what can be accomplished within 
the time allocated, the sites that are available, the terms of entry that are negoti¬ 
ated, and the resources which are in hand. Finally, a researcher must confront her 
own biases, strengths, and previous experience. Research that depends on tech¬ 
niques which are not within the repertoire of the researcher or readily learned are 
unlikely to work, no matter how correct they appear from an ideal vantage point. 
Even with all of this in mind, the researcher must have a tolerance for ambi¬ 
guity. Plans must be revised in the face of the actual research: proposed time 
frames require alteration in the field, resource estimates prove inaccurate, new 
avenues demand exploration, further library research is needed, anticipated 
respondents become unavailable or wary about disclosure, and computers (or 
researchers, or children of researchers) inexplicably develop bugs and viruses at 
the most inopportune of times. Given all the advance planning that is required 
when undertaking research, the anticipation of unplanned eventualities is often 
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the most difficult element to deal with intellectually or emotionally; yet it is an 
inevitable part of the process of research. 
This chapter details the decisions made about the theoretical perspective, 
techniques of data collection, data management, and data analysis. Concerns for 
the trustworthiness of the analysis are addressed, with particular reference to 
internal and external validity and ethical issues. 
Research Design 
The “problem” that triggered this research were two anomalies that seemed 
to exist in adult degree programs at selective liberal arts institutions, the first of 
which involved the adult students and the second the programs themselves. First, 
the adult student population differs from the traditional 18-22 year-old student 
group in terms of the former’s socioeconomic background, life experience, non- 
residential status, and often part-time, prolonged framework for completing the 
bachelor’s degree. Second, the adult degree programs utilize admissions criteria 
which contrast significantly with those employed by the host institutions for tradi¬ 
tional students; in addition, adult degree programs often combine academic, 
administrative, and student affairs responsibilities which are normally separated 
within the host institution. At the same time that I became intrigued by these 
differences, I observed that many of these special programs had survived for a 
decade or more, most were flourishing, and new ones were coming into being as a 
means of attracting more non-traditional students to selective liberal arts campuses. 
The questions that evolved out of this phenomenon were: What factors ex¬ 
plain the persistence of these innovative programs, how are the boundaries of the 
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host institutions changed by these innovations, and how does the culture of the 
host institutions impact on the innovative programs so that each becomes a dis¬ 
tinctive part of a particular institutional culture? 
Although I initially considered conducting a comparative analysis of at least 
two programs in an effort to pursue these questions, the decision to adopt an in- 
depth cultural perspective and the limitation of one year for the on-site research 
dictated the choice of a single case study. Therefore, I reframed the questions in 
the singular and decided to adopt an explanatory case study research design. 
Attributes of the Case 
The case and site chosen had the following attributes: a small innovative 
alternative liberal arts degree program was implemented in 1972 at a well-estab¬ 
lished, traditional liberal arts college located at a primarily residential campus in a 
metropolitan city in the northeast. The program proved to be attractive to an 
almost exclusively non-traditional, primarily community-based population and, 
therefore, took on the identity of an adult degree program almost immediately. 
By 1989-1990, the year of the present research, the ABC Program at Summit 
College (pseudonyms), served 188 adult students, enrolled as either part-time or 
full-time Summit College students, majoring in a gamut of conventional liberal 
arts and sciences departments although concentrated primarily in the social sci¬ 
ences and the humanities. The program has been co-educational from its incep¬ 
tion, as has been Summit College since 1969. However, there has always been a 
significant majority of women students enrolled in the ABC Program, as distin¬ 
guished from the fairly even split between males and females among the tradi- 
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tional student body. The ABC students are commuters, with very few exceptions. 
In contrast, the traditional student body is primarily residential, with a social life 
that is dominated by the influence of strong fraternities, although perhaps less so 
than in the past. 
Since 1972, the college has had three presidential regimes, the last of which 
had begun just before this research. There have been four directors of the ABC 
Program since 1972; the current director is herself a non-traditional graduate of 
Summit College and was first associated with the program shortly after its incep¬ 
tion in the role of Assistant for Admissions. She is the only non-faculty individual 
to hold the position of Program Director and is responsible for all of the on-going 
administrative and many student affairs services to the ABC students. Policy mat¬ 
ters and admission to the program are the joint responsibility of an ABC Program 
governing committee comprised of the director and a group of faculty, who repre¬ 
sent both symbolically and actually the program’s ultimate accountability to the 
faculty and its identity as a teaching program within the college. 
The ABC Program is representative of other adult degree baccalaureate 
programs at selective liberal arts colleges in many respects. It was founded in an 
era in which there was widespread experimentation with academic innovation in 
general and with non-traditional students as new markets for these colleges. The 
socioeconomic and academic backgrounds of its students are typical of the popula¬ 
tions which many of the similar programs serve, including a mix of students who 
transfer from associate-degree granting public and private colleges as well as those 
with a diverse history of previous college in their far or recent past. Typical of its 
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peer programs, the admissions criteria are rigorous and rest more heavily on 
evidence of motivation and institutional fit than with high school grades or stan¬ 
dardized test scores. No credit is granted for life-experience or CLEP tests. The 
opportunity to pursue a degree part-time and specially tailored payment options 
are also characteristic of many similar programs; less uniformly typical is the fact 
that the ABC students have practically no residential options at Summit College. 
Also characteristic of non-traditional student academic performance at many 
institutions is the remarkable academic achievements of the ABC students, most 
recently reflected with the designation of ABC students as Summit College co- 
salutatorians and valedictorian within a two year span. 
Qualitative Case Study Research Design 
Merriam (1988) advocates a qualitative case study in educational research in 
order to “approach a problem of practice from a holistic perspective” (p. xii) and 
finds it a particularly useful approach to studying innovation in education as did 
Gross, Giancquinta, and Bernstein (1971) in their research on the implementa¬ 
tion of organizational change in a school setting. This research design enables the 
researcher 
to gain an in-depth understanding of the situation and its meaning 
for those involved. The interest is in process rather than outcomes, 
in context rather than a specific variable, in discovery rather than 
confirmation. Such insights into aspects of educational practice can 
have a direct influence on policy, practice, and future research. 
(Merriam, 1988, p. xii) 
In conducting a case study, a researcher concentrates on a single, bounded 
phenomenon, as the focus of investigation. The researcher chooses this particular 
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phenomenon because it provides an example of a question, or a hypothesis; it is 
also an instance of a larger, similar class. However, the case study is specific in 
nature; it is small in scale and problem-centered. “By concentrating on a single 
phenomenon or entity (‘the case’), this approach aims to uncover the interaction 
of significant factors characteristic of the phenomenon” (Merriam, 1988, p. 10). 
Qualitative case studies incorporate the following attributes: they are particu¬ 
laristic in focus; they produce thick, grounded descriptions of the phenomenon 
being studied; they include a variety of variables, usually studied over a period of 
time, leading to a longitudinal research design; they are heuristic, suggesting 
explanations; they rely on inductive reasoning, leading to generalizations or hy¬ 
potheses which emerge from the data itself (Merriam, 1988, pp. 11-14). 
Yin provides another set of arguments for adopting a qualitative case study 
when one is seeking to build an explanatory hypothesis: This strategy is appropri¬ 
ate when the researcher has no control over behavioral events (thus making a 
classical controlled experiment inappropriate) and when one wishes to deal with a 
contemporary phenomenon utilizing direct observation and systematic inquiry 
(1984, pp. 19-20). 
Marshall and Rossman (1989) identify the elements involved in matching 
research questions with appropriate strategy when the purpose of the study is 
explanatory in nature, that is, “to explain the forces causing the phenomenon in 
question [and] to identify plausible causal networks shaping the phenomenon” (p. 
78). Resulting research questions inquire: “What events, beliefs, attitudes, policies 
are shaping this phenomenon [and] how do these forces interact to result in the 
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phenomenon” (p. 78). They recommend adopting a field study which utilizes 
techniques of “participant observation, in-depth interviewing, survey question¬ 
naire, [and] document analysis” (p. 78). I have followed their recommendations 
in designing this case study. 
Although my focus is a particular educational program, it exists within the 
context of a larger institution, which I believe can be viewed as an educational 
organization. Therefore, I sought a framework which provided insight into investi¬ 
gating organizational culture. Schein, a noted authority and consultant on organi¬ 
zational life, devotes an entire chapter of his recent work Organizational Culture 
and Leadership (1987) to the problem of uncovering the culture of an organiza¬ 
tion, cautioning that “It is one thing to define basic cultural essence as the pattern 
of assumptions that underlie what people value and do; it is quite another thing to 
determine what that underlying pattern of assumptions actually is” (p. 112). Aside 
from traditional techniques of data collection, he stresses the importance of 
mounting a “joint effort between an insider and an outsider” [emphasis in the 
original] (1987, p. 112). Schein argues that this joint effort avoids “the subjectivity 
bias” of the outsider who may have trouble penetrating beneath the “surface layers 
of the culture” (1987, p. 113) and requires the insider to identify and then correct 
the misinterpretations which are inevitable. In addition, Schein points to the 
problem that the very taken-for-granted quality of cultural assumptions make them 
inaccessible to the insider without the heightened awareness that comes from the 
outsider’s perspective. 
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Qualitative Research Paradigm 
Before moving to a more detailed descriptions of the techniques utilized in 
data collection and analysis, it is necessary to summarize the basic assumptions of 
the qualitative or naturalistic research paradigm which undergirds this study. 
1. A holistic approach is necessary to understand multiple, constructed reali¬ 
ties; that is, it is impossible to look at isolated cause and effect variables or to 
establish a single, definitive meaning for the phenomenon in question. “The 
researcher strives to understand the gestalt, the totality, and the unifying nature of 
particular settings. This holistic approach assumes that the whole is greater than 
the sum of its parts” (Patton, 1980, p. 40). 
2. Naturalistic inquiry is “anti-positivist. [It] rejects the view that the world of 
human affairs can be studied in the manner of the natural sciences....The central 
endeavor is to understand the subjective world of human experience,... to under¬ 
stand from within” (Burrell & Morgan, 1979, p. 253). The investigator is involved 
with her respondents and works with them to uncover interpretations and mean¬ 
ings, predicated on the phenomenological perspective which seeks to understand 
human behavior from the viewpoint of how it is experienced (Patton, 1980, p. 45). 
The impartial researcher/uninformed subject model of classic positivist, experi¬ 
mental research is, therefore, inappropriate to this research paradigm. As a conse¬ 
quence of the involvement of the researcher with her respondents, the investiga¬ 
tor must confront her own interpretations and assumptions and then accept the 
ethical implications that come from the impossibility of remaining neutral. 
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3. Naturalistic inquiry is inductive in nature: substantive theory is developed 
from thick description and naturalistic generalization derived from the data col¬ 
lected. 
Categories or dimensions of analysis emerge from open-ended 
observations as the researcher comes to understand organizing 
patterns that exist in the empirical world under study. This contrasts 
with the hypoethico-deductive approach of experimental designs 
which require the specifications of main variables and the statement 
of specific research hypotheses before data collection (emphasis in 
original). (Patton, 1980, pp. 40-41) 
4. The culture under consideration provides the context within which the key 
players are involved in a constant, dynamic process of change, even within the 
limited time frame of the research. The qualitative researcher must “look for 
continuity and change, patterns and idiosyncrasies, the actions of individuals and 
groups, processes of structuring. Give history and social processes the chance to 
reveal their untidiness” (Pettigrew, 1985, p. 235). Therefore, a process orientation 
is appropriate and an evolving context shapes and is shaped by emergent mean¬ 
ings (Patton, 1980, p. 42). 
Time Frame 
Although I planned to undertake data collection over the course of a calen¬ 
dar year, most of the on-site time occurred within the framework of the academic 
year, somewhat more broadly defined as beginning in August when last-minute 
preparations are underway for the semester that begins in September and extend¬ 
ing into early June when the dust has cleared from graduation and the wind-up of 
the spring semester is underway. Mid-June to mid-August are very much off times 
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at academic institutions, especially for faculty who are totally absent unless in¬ 
volved in summer school and for administrators who use the time for vacations. 
This last point should be kept in the reader’s mind when the interviews are dis¬ 
cussed below. 
My research year began with a part-time sabbatical which commenced on July 
first. A flurry of correspondence, campus visits, and phone calls had already taken 
place during the preceding spring semester during which the choice of site was 
narrowed down on the basis of: openness to the research effort on the part of the 
primary gatekeeper, the Program Director; program criterion such as at least a 
decade of operation and a one hundred student current enrollment; and some 
practical considerations such as ease of access for me. Only adult degree pro¬ 
grams within selective liberal arts institutions were considered. 
Introduction to the Site 
In June, I met with the program director to clarify the purpose of the research 
and to establish a general schedule for my time at the site. In addition, the direc¬ 
tor provided me with two enormous binders containing the correspondence of 
the first three directors (up to the incumbent’s tenure in this office), and compre¬ 
hensive minutes of all the governing committee meetings, including those of its 
various subcommittees. Included in these documents were the original program 
planning documents. In addition to providing enormously rich background 
information, the unsolicited provision of these records seemed to represent a 
significant symbol of the enthusiasm for the research effort, confidence in me, and 
65 
general cooperation that was to characterize the researcher-gatekeeper’s relation¬ 
ship throughout the year to come. 
It also established two caveats in my mind from the outset: First, it would be 
too easy to become overly dependent on the program director, qua gatekeeper for 
the direction of the research; second, the study about to be undertaken could 
drown one in existing data from the nearly-twenty years of the program’s history, 
to say nothing of the data from interviews, observation, and surveys. Both of these 
concerns are very real and typical for educational researchers involved in an on¬ 
site project, particularly if one is investigating a phenomenon that has a long 
history. 
I then dedicated the month of July to the twin tasks of developing a stronger 
grounding in the literature of organizational culture, educational innovation, and 
qualitative research on the one hand and a close reading of the program docu¬ 
ments. By the time I entered the field in mid-August, a tentative model for why 
innovations succeed (Levine, 1980) had been located in the literature and func¬ 
tioned as a kind of “meta-theory” against which the initial data could be weighed 
(Simon, 1986, pp. 56-57). At the same time, perusal of the program documents 
provided some initial themes and questions which would provide the basis of 
informational interviews with the program director and in-depth interviews with 
the first round of respondents. 
For the few weeks before the semester began, my first tasks involved a half-day 
meeting with the director to develop an understanding of the program as it cur¬ 
rently existed: structure, admissions criteria, student demographics, etc. In addi- 
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tion, I developed a rough sense of its history by clarifying the documents that had 
been provided and reviewing the further evolution of the program under the 
current director. Finally, I outlined my general plan for interviewing to the 
director and she provided me with names and office numbers attached to catego¬ 
ries, e.g., Dean of the Faculty, first director of the program. The program director 
provided the names of the members of the governing committee and some sense 
of their tenure with the program and with the college. At the same time, she 
characterized other faculty as proponents, critics, or uninvolved and recom¬ 
mended interviewing representatives of all camps. While that advice was followed, 
I found that in the course of my interviews, many of these respondents frequently 
expressed different positions than the director had anticipated. This provided 
salient evidence for the existence of multiple perspectives on reality. 
In order to ease my physical entry to the college, the director had planned a 
series of strategic visits across the campus so that I could become familiar with the 
campus and obtain practical necessities such as a parking permit and library card. 
During these latter stops, it became necessary to figure out how to introduce me. 
Role of the Researcher 
The ad hoc decisions made that day tended to create their own reality and, to 
a minor extent, small problems that would crop up later. It was decided that 
“temporary staff member” of the ABC Program would be the easiest designation 
for purposes of the general library card and parking permit. Subsequently an 
attempt to explain the purpose of the research to a special collections librarian 
created the need for additional documentation from the sponsoring university, 
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while the confusion between “staff member” and “visiting researcher” created an 
ambiguity of identity in the minds of the ABC students, some of whom assumed 
that if they identified problems to me, I would be able to ameliorate them. 
The double identity eased my way in the college: one or other “identity” 
smoothed the way to scheduling interviews with faculty and administrators. The 
staff member’s role facilitated relationships with clerical and administrative staff 
who cheerfully made copies, lent materials from paper clips to memo paper and 
college phone directories, and helped establish a comer of the crowded program 
office from which to review files, prepare for interviews, receive mail and phone 
messages, and generally observe the dynamics of the program operations. 
In a fairly short period of time, signs of acceptance were in evidence. Hallow¬ 
een treats appeared in my in-basket, as did unsolicited copies of college publica¬ 
tions and schedules that “I thought might be helpful.” The office receptionist 
meticulously took messages, which was especially important given the difficulty in 
trying to set up a complicated interview schedule on a once a week basis: “If Dean 
x calls, try to get him to see me at 11 or 1; I’m having lunch with faculty member y 
at 12. I’ll be here next Tuesday and plan to meet the director at our usual 9 a.m. 
slot; if she’s busy, put the Dean in at 9 and tell the Director to save 1 for me!, etc.” 
ad infinitum. Miraculously, it eventually worked out and a weekly schedule of 
regular meetings with the director, two to three interviews, time in the office, time 
around campus, and research time in the library became routinized. I wrote field 
notes in the library, in my car, and in the campus center snack bar. I tape re¬ 
corded interviews whenever possible, but always took notes for back-up and in 
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order to highlight particular points and quotations. In contrast, I rarely took 
formal notes in the meetings with the director in order to keep the tone informal 
and casual unless we were reviewing specific data or elements of the program’s 
history so that note-taking was expected. 
As personal relationships with the program staff developed, it became natural 
for me to send a condolence card at the death of a staff member’s parent, to 
inquire after a sick child, to join in the conversation about the pregnancy of the 
secretary, and to bring a Christmas basket to the office. In return, the staff 
reached out to me in many ways, probably best symbolized in an invitation to help 
set-up and then join the baby shower given by the office staff for the program 
secretary. Such interactions created a comfortable environment and made obser¬ 
vations less obtrusive than might otherwise have been the case. Since faculty 
members on the program governing committee stopped by the office and at¬ 
tended functions such as the baby shower, casual and comfortable relationships 
developed with many of them. These afforded the opportunity for asking clarify¬ 
ing questions or trying out ideas about themes on a casual basis, without the aid or 
formality of appointment and tape recorder. 
Since other interviewees outside the program were not present at these times, 
these interactions did not influence their view of me as “a visiting scholar.” In the 
latter case, those interviewed were generally forthcoming and encouraging, often 
sharing anecdotes from their own doctoral pursuits and asking probing questions 
about qualitative research or the researcher’s view of her sponsoring university, for 
example. These attitudes can be attributed, in part, to the intimate, but not paro- 
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chial atmosphere of Summit College, and the fact that the faculty there have little 
opportunity for interacting on their own turf with advanced graduate students. 
(Note the similarity between this receptivity to an adult graduate student with their 
generally positive reception of adult undergraduate students, particularly in those 
departments which lack master’s programs. See Chapter IV for this discussion.) 
In presenting the unfolding of my role and relationships with program staff, 
program-associated faculty, and the faculty in general, it is worth spending a 
moment on the terms of research originally negotiated with the program director. 
She agreed to open all office records and files and all governing committee meet¬ 
ings with one exception: Student admissions files were out of bounds on the 
grounds of confidentiality and interviews with prospective applicants were closed 
to the researcher because students were already known to be intimidated by the 
number of people present. The assistant director of the program argued force¬ 
fully that the addition of one more person to a committee of six would have no 
impact on an applicant, particularly if he or she were asked for permission in 
advance if I could be present. However, the director was adamant on this one 
point and it did not seem worthwhile to make an issue out of it, thus risking other 
opportunities. In fact, after seeking permission of the governing committee, the 
director invited me to a meeting reviewing the academic record of ABC students 
who were not making sufficient academic progress. With this invitation, the direc¬ 
tor explained that her concern about my being present at interviews were not over 
confidentiality, but rather her sensitivity to applicants’ anxiety. 
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The formal quid pro quo which the director and I negotiated was to be a 
written summative evaluation report for the director’s eyes only, to be followed by 
a presentation of findings to the governing committee and other interested col¬ 
lege administrators. As events unfolded, these reports took on a larger signifi¬ 
cance as precursors to a full-scale program evaluation that the governing commit¬ 
tee hoped to be asked to submit to the Summit College president as part of his 
overall evaluation of the institution (See Chapter IV for a further explanation). In 
addition, the director offered to pay for a final bound copy of my dissertation, a 
request which was interpreted as an act of faith but also presented a subtle chal¬ 
lenge as to the nature of the audience for the dissertation. As the final interpreta¬ 
tion of findings was written for the dissertation, I maintained separate notes for 
the report to the director in which a different set of emphases emerged. I as¬ 
sumed the role of consultant for the report, making specific recommendations in 
regard to the future of the program and the nature of some issues that I had 
found to be sources of contention within the college. The role of consultant in 
the eyes of the program director was crystallized when she asked that I review the 
preliminary workup for the forthcoming ABC Program brochure on the grounds 
that I could be more objective about the clarity of the presentation and also had 
knowledge of how the previous public relations efforts had been perceived by 
prospective students and their counselors. 
Finally, it was agreed from the outset that a pseudonym would be adopted for 
the program, the host institution and the individuals cited in the study. Appropri¬ 
ate releases were prepared and signed by both the researcher and respondents for 
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all interviews, pledging confidentiality in any written reports and that all record¬ 
ings and identifying notes would be destroyed when the dissertation was com¬ 
pleted (see Appendix A). The director initially expressed confidence in my efforts 
made to ensure confidentiality. Later, she expressed some anxiety over readers 
being able to identify her in particular. In fact, Patton (1980) points out the 
difficulty of maintaining confidentiality when dealing with the staff of a small 
program (p. 107). A further comment on confidentiality is made below. 
Data Collection 
Overview 
As Pettigrew (1979) recommends, the researcher concerned with understand¬ 
ing organizational culture must adopt twin goals, which are often pursued simul¬ 
taneously. These are the need to develop an accurate history of the phenomenon 
being studied and the equally significant requirement that an “on-time” perspec¬ 
tive be adopted so that the current context and participants’ interpretations are 
uncovered. For the historical element, I read with careful attention to detail 
college archives and program documents. Pettigrew (1979) also advises that 
particular attention be paid to “dramatic events” in the past, the significance of 
which becomes obvious only by interviewing those present at that time. This 
meant that interviews, and to a lesser extent, contemporaneous articles and letters 
to the editor in the student newspaper, were the primary source of ferreting out 
participants’ sense of what “dramatic events” had transpired. Some documents, 
such as a case study about the decision to initiate the ABC Program, which was 
written within a year of the events it examined, also provided such a contempora- 
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neous perspective. College newspaper and alumni magazine interviews with 
departing administrators were also useful for capturing participants view of the 
host institution at various time periods and from the administrative perspective. 
In this regard, it was also useful to have interviewed a number of former adminis¬ 
trators, including the two previous college presidents, two former deans, two 
previous directors of the ABC Program, and the Director of Admissions at the time 
the ABC Program was initiated. Since all of these individuals had left Summit 
College, their recollections of past events were less colored by their current experi¬ 
ences at the college. 
Interviews 
In contrast to these historical elements, the sixty-five interviews and numer¬ 
ous observations were the major vehicles I utilized for generating the present 
perspective. In discussing their current perceptions of the ABC Program and 
Summit College, respondent naturally referred to their own memories of past 
events as well as what they recalled having heard about events in the past, particu¬ 
larly those Pettigrew (1979) considers “dramatic events.” This required a sensitiv¬ 
ity to the tendency of respondents to recall past events through the prism of 
present meanings. 
The interviews followed a general format, first identifying the present and 
past roles of the respondent at Summit College and, if applicable, with the ABC 
Program; length of service at Summit; and then soliciting descriptions of the 
identity and culture of the college; views of the ABC Program and its place in the 
college, and evaluations of the program director. Within this general structure, 
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actual interviews took many different turns. Once I presented an overview of my 
research interests, some respondents launched into detailed descriptions of the 
history of the program and/or their views of the college’s mission, identity, niche, 
leadership, and value system. Others responded at greater or lesser length to my 
questions. A final open-ended set of questions solicited any other comments 
deemed relevant by the respondent and suggestions for further interviews and 
documents to read. 
In this process, two patterns emerged, particularly in terms of suggestions for 
further interviews by those involved with the early history of the program: First, 
faculty tended to attribute a substantially significant role to the Dean of the Faculty 
and department chairpersons while administrators saw fellow and superior admin¬ 
istrators as key players. Second, people were very adamant about whether educa¬ 
tional innovation, service to the community, attracting the new market of adult 
students, or other economic considerations had been paramount. One adminis¬ 
trator even went so far as to remark that had the economic concerns been pri¬ 
mary, he didn’t believe that his recollections would be as favorable! (Interview 30). 
These responses invested special meaning in the theoretical concept of “multiple 
realities.” 
The timing of the initial observation dictated the first interview categories: 
Only college administrators were available in late summer, so the first set of inter¬ 
views reflected the perspectives of this group. Later, interviews with faculty, former 
college administrators and staff, some of the ABC students, and transfer counsel¬ 
ors at surrounding colleges that sent students to the ABC Program served to 
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broaden the perspectives derived from the first round of administrators’ inter¬ 
views. In all, sixty-five interviews were conducted, mostly with individuals but, in a 
few cases, with small groups. This was particularly the case with ABC students in 
order to take advantage of unplanned opportunities that arose in the campus 
center snack bar. Twenty-six discussions with the program director occurred, 
supplemented by additional informal discussions that took place on the telephone 
and in person from time to time. 
Two factors created a dynamic that made the early interviews significantly 
different from those that occurred later in the research. First, early interviews 
necessarily involved clarifying factual information—dates of important events, the 
identity of memorable students, the way the governance structure worked. I 
proffered very tentative hypotheses as questions about the nature of alternative 
admissions standards and the role of tradition at a college such as Summit. As 
further background was compiled and reviewed, factual issues were resolved and 
played a less significant role in the interview while questions of interpretation took 
on more significance. Explanations or understandings advanced by one respon¬ 
dent would be tried out on another as a way of elaborating the insider’s meaning. 
In addition, I became something of an expert on the history of a program and 
would sometimes clarify a reference cited by a respondent. This was a tendency to 
be guarded against, since even faulty recollections were significant, such as incor¬ 
rectly attributing a positive development in the college or program’s history to the 
regime of a president or director whom they viewed favorably as opposed to the 
administrator who had in fact been responsible for the development. ‘Truth” and 
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“fact” in this context were less significant than interpretation and memory in 
creating meanings for individuals. On the other hand, a respondent might solicit 
a date or name from the researcher, reflecting a respect for her knowledge of the 
program’s history and helping to free up an otherwise hard-to-remember piece of 
information. 
As an example, a long-time member of the ABC governing committee fin¬ 
ished a narrative of the program’s inception by denying that the recruitment of 
adult students had been a part of the original concept. In response to a question 
from the researcher about a particular document which seemed to offer contrary 
evidence, he went to his well-kept files and found not only the document in ques¬ 
tion, but a precious draft of the original which revealed the editing work that had 
gone on to create a more internally marketable proposal than the committee’s 
original one. With that document in hand, additional elements of the founding 
committee’s deliberations came to mind and he was able to clarify why he hadn’t 
remembered the question of the adult student market. 
In order to meet the demands of generating a historical perspective and to 
pay attention to the importance of dramatic events, I compiled a detailed chronol¬ 
ogy of the program’s history, which included important events in the college’s life 
such as the changing of presidents (see Appendix B). The sources for the chro¬ 
nology were minutes of the ABC Program governing committee, Program newslet¬ 
ters, the Summit student newspaper, and interviews. I incorporated both proce¬ 
dural and physical changes in the program, such as the change in the number of 
credits awarded to study units or the erection of student mailboxes in the campus 
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center for ABC students. Then, I reviewed the chronology with the ABC Program 
Director and senior administrators and faculty with long tenure at Summit. I was 
able to correct and modify it through these “member checks” so that the chronol¬ 
ogy became an important research tool generated through collaboration with 
respondents. It also triggered a flood of stories related to votes taken and deci¬ 
sions made which were otherwise not documented. For example, the erection of 
the mailboxes turned out to have been related to the opening of the ABC student 
lounge in the main campus center, both of which resulted from the first activism 
on their own behalf by ABC students and the consequent agreement on the part 
of the college administration to reduce tuition and levy fees so that the mailboxes 
and student lounge could be justified. This complex dynamic was only revealed 
when I presented the chronology for revision. The development of the chronol¬ 
ogy also contributed to the perception that I had become the most knowledgeable 
person around about the history of the program and thus provided me with a 
certain scholarly aura in the eyes of some faculty. 
Not everything went smoothly. Occasionally, the dialogue-like atmosphere of 
the open-ended, in-depth interviews resulted in a respondent being able to at¬ 
tribute an assertion that I was advancing, “So and so must have told you that, 
because only he was positioned to have that information.” In these instances, 
there was no point in dwelling on a denial, since the respondent was usually accu¬ 
rate, being so much more familiar with his or her colleagues. If inaccurate, an 
ensuing disclaimer could serve to reveal the actual source. It was a no-win situa¬ 
tion. In one innocent but potentially embarrassing interview, I quoted an anony- 
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mous faculty member’s recollection of a promise made by a former dean of the 
college, long-since retired. The faculty member being interviewed jumped on the 
point and questioned the ethics of the administrator in making such a promise. 
Even more difficult were the regular conversations with the director whose 
office kept track of my appointments. She would sometimes want to know what 
opinions about the program (she never asked for personal feedback) were held by 
various administrators and some faculty, particularly if she perceived that person 
to be a critic. It was sometimes, therefore, necessary to identify a positive aspect 
of the so-called critic’s view that could be shared since the confidentiality of the 
discussion, not of the identity of the respondent, was the issue at hand. Some¬ 
thing innocuous, but accurate, usually sufficed, such as “He or she is very im¬ 
pressed with the quality of the ABC students.” If pressed, the tactic of replying 
firmly but with a conspiratorial chuckle, “You know I can’t disclose these inter¬ 
views!” usually worked. Maintaining a balance between the ethical demands of the 
research and the personal relationships fostered by immersion in the setting was a 
constant challenge and one that has been noted by many researchers (for ex¬ 
ample, Booth, 1987; Van Maanen, 1988). 
Questionnaire 
As the interviews progressed, certain assertions recurred: “All faculty like 
teaching [ABC] students!,” “I have never met a faculty member who thought the 
college shouldn’t support the [ABC] Program,” “[ABC] students are always asser¬ 
tive and outspoken in class,” “I have never encountered an [ABC] student who 
hasn’t displayed the characteristics of the ideal student.” Mindful of the fact that 
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those being interviewed were not a truly representative sample of the faculty as a 
whole since the decision had been made to interview members of the governing 
committee, then acknowledged supporters and critics of the program, there was a 
need to ascertain how widely-held these perceptions were. 
Following Siehl and Martin (1988), a questionnaire was constructed where 
the categories were developed from the qualitative data, but whose responses 
could be coded quantitatively, providing an assessment of the distribution of 
beliefs across a broader spectrum of the faculty (see Appendix C). The question¬ 
naire retained qualitative elements in that each category of statements included an 
opportunity for open-ended response. The specific questionnaire items were 
structured to permit statistical analyses so that the data could be used for some 
future comparative case study. Furthermore, the anonymity of the questionnaire 
allowed responses that were at least theoretically less guarded than those elicited 
in face-to-face interviews. This was bom out by a subtle change in tone; some 
faculty used the open-ended response opportunity to record some real gripes, 
particularly in regard to traditional-aged students and, in one notable instance, 
about researchers who construct questionnaires with poorly stated questions! 
What was remarkable was the response rate: In spite of the fact that a mailroom 
misunderstanding led to the dissemination of the questionnaire on the very date 
that was identified for its return and that this occurred at the end of the semester 
while faculty were preparing final grades, there was a very gratifying seventy-five 
per cent return rate which included faculty from disciplines not represented or 
under-represented in the interviews (See Table 1). 
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Table 1. Faculty Responding to Questionnaire Compared with Faculty Interviewed 
Faculty Responding to Questionnaire 
(Number = 87 of whom 3 reported no demographic data) 
Tenure Status: tenured: n=47 non-tenured: n=37 
Gender: male = 38, 80.9% male = 22, 59.5% 
female = 9,19.1% female = 15, 40.5% 
Age: 
25-35 0, 0.0% 12, 32.4% 
36-46 15, 32.6% 21, 56.8% 
47-57 22, 47.8% 2, 5.4% 
58-68 9,19.6% 2, 5.4% 
Academic Fields: 
Humanities 20,43.5% 17,45.9% 
Science 11,23.9% 9, 24.3% 
Soc. Science 13, 28.3% 8,21.6% 
Engineering 1, 2.2% 1, 2.7% 
Other 1, 2.2% 
Faculty Interviewed 
2, 5.4% 
(Number=25) 
Tenure Status: tenured = 18 non-tenured = 7 
Gender: male = 16 female = 9 
Academic Fields: 
Humanities 10 
Science 1 
Soc. Science 11 
Engineering 0 
Other 3 
Most Common Majors for ABC Students 
(In order of popularity for 1989-90 academic year) 
1. Psychology 
2. English 
3. History 
4. Economics 
5. Political Science 
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The questionnaire is reproduced in Appendix C. It was prepared on the basis 
of a Likert scale, with statements followed by choices ranging from “Strongly 
Agree” to “Strongly Disagree.” It included demographic data about gender, 
length of tenure at Summit, general academic area, and also sought to identify 
whether or not the respondent had ever served on the ABC governing committee 
or interacted directly with ABC Program students. The statistical analysis was run 
on the “SPSS” computer program, under the guidance of a graduate teaching 
assistant in educational statistics. Both descriptive and inferential statistical analy¬ 
ses were run; the open-ended comments were recorded randomly without regard 
to the demographics of the respondents. 
Highlights of the analysis are discussed in Chapter V. It is important to note 
that with minor exceptions, the thrust of the results was to confirm the themes and 
ideas from the interviews and to verify that even those uninvolved with the ABC 
Program or its students have a generally favorable or, at most, neutral view of the 
program. Neither the interviews nor the questionnaires revealed any substantive 
opposition to the existence of the program within the college, although there was 
a wider discrepancy of opinion revealed from the questionnaire in relation to 
whether ABC students should be entitled to the full gamut of general college 
honors, an area of some controversy revealed in the interviews and certainly in the 
editorials and letters to the editor in the student newspaper. 
Observations 
Having chosen to spend an extended academic year at the field site, the logic 
of what I planned to observe was, in large measure, a function of the academic 
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and program calendar. In some cases, personal obligations made it impossible to 
attend everything that had been on the original list. In other instances, the dates 
of events were changed at the last minute so that I had no time to rearrange my 
schedule in order to be present. However, the following observation schedule was 
maintained: 
1. Thirty-five weekly visits to the program office from mid-August through the 
end of May, with three additional visits in the subsequent year during which 
the final data analysis and dissertation writing were taking place. 
2. Attendance at the four regular meetings of the ABC Program governing 
committee. 
3. Attendance at four of the special events of the ABC Program except the 
mid-year and end of year strictly social student parties. These included: 
a. Student orientation 
b. Student matriculation ceremony with the Summit President 
c. Student and family opening picnic supper 
d. Special luncheon with ABC alumnus who was visiting Summit for 
college and community speeches 
4. Attendance at special events involving ABC Program staff: 
a. Presentation by ABC Program Director and her staff to luncheon 
meeting of Summit College clerical and administrative support 
staff 
b. Baby shower for ABC Program secretary 
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c. Conference of consortium of programs for non-traditional 
students in liberal arts colleges (“CENTS”) hosted by Summit 
College 
d. Nine board meetings (of which the researcher is a member) of this 
same consortium 
5. Attendance at special Summit College events: 
a. Fall college-wide convocation at which the college president 
delivered a speech on his vision of the college and goals for the 
year 
b. Honors Day at the conclusion of the spring semester 
6. Regular observations in the campus center, often at mid-morning and mid- 
afternoon coffee break times and at lunch times. This included many 
instances of joining small groups of ABC students who congregated in this 
eating place and also afforded opportunities for informal talks with college 
administrators and faculty who became familiar through the interviewing. 
7. Regular weekly visits to the Summit College library, partly for purposes of 
research, but also to observe traditional students for whom it was both a 
study center and a social “hang-out.” 
These regular visits also facilitated the development of personal relationships 
with the college reference librarians who were not only helpful in finding specific 
items that were requested but who also delighted in brainstorming other sources 
of information. This was particularly true of the college archivist who was a Sum¬ 
mit alumnus, very proud of his alma mater and positive about the ABC Program. 
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He volunteered to be the subject of an unsolicited interview and had a lot to 
contribute to the development of a historical overview of the institution and its 
culture. A similar voluntary collaborator in this research was a member of the 
college public relations staff who combed her files for relevant articles from the 
college alumni magazine and public relations releases and provided extensive 
documentation from the Summit College graduation which the researcher was 
unable to attend at the last minute. She had been the very first person to be 
interviewed, chosen more because she was in her office on an otherwise deserted 
hot August day than because of a conscious plan, but her generous research and 
copying of documents lent an added set of resources that would have been very 
difficult to find otherwise. 
Document Analysis 
Sources of documents have been alluded to in the previous discussion. For 
purposes of clarity, major types of documents are listed below. 
1. Two ABC Program planning reports 
2. Case study about decision to implement ABC Program, written by a team 
of higher education researchers from the University of Michigan, 1972. 
3. Minutes of ABC Program governing committee, 1972-1990 
4. Correspondence of ABC Program Directors, 1972-1990 
5. Two evaluation reports on ABC Program, 1974 and 1977 
6. Staff Report on Strategic Plan for ABC Program, 1979-80 
7. “ABC 200”: A Recommendation to Double the Size of ABC Program by 
1984 (which included extensive statistical and budget information), 1982 
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8. Grant proposal for financial aid for ABC Program, 1986 
9. Statistical reports on ABC Program: 1972-1990 
10. Public relations office files on ABC Program, 1972-1990 
11. ABC Program brochures, 1972-1990 
12. ABC Program application forms, 1988-1990 
13. Study unit catalog, 1989 
14. Summit college student newspaper, 1972-1990 
15. Report of the Summit College Curriculum Revision Committee, 1969 
16. Summit College catalogs and viewbooks, 1972-1990 (not inclusive) 
17. Published annual reports of Summit College President 
18. Honors Day and commencement programs, 1976-1990 [N.b., the first 
ABC student graduation took place in 1976] 
19. Guidelines for Faculty Reappointments and Promotions, 1987 
20. Minutes of the board meetings of the consortium for the education of 
non-traditional students in liberal arts program of which the ABC Pro¬ 
gram is a founding member 
21. Major metropolitan newspaper and selected neighborhood newspaper 
articles about Summit College, 1989-1990 
22. Accreditation report on Summit College, 1988 
23. Consultant’s report on the graduate program at Summit College, 1989. 
Maintenance of Data 
As the data collection progresses, the researcher becomes overwhelmed with 
the sheer volume of material. With the availability of computers, the physical 
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management of the data is now easier than in the past. However, it is not always 
feasible or possible to enter everything into the computer; moreover, material 
must be stored in such a way as to be readily retrievable. Inasmuch as an impor¬ 
tant aspect of qualitative research is the emergence of categories and themes from 
the data themselves, no scheme for organizing the information can be created at 
the beginning of the research and then utilized faithfully throughout its progress. 
An approach which provides for ready retrieval of information and flexibility in 
organization is required. Nevertheless, no approach can change the almost over¬ 
whelming quality to this process. Marshall and Rossman (1989) wisely caution: 
Data analysis is the process of bringing order, structure, and mean¬ 
ing to the mass of collected data. It is a messy, ambiguous, time- 
consuming, creative, and fascinating process. It does not proceed in 
a linear fashion; it is not neat. Qualitative data analysis is a search 
for general statements about relationships among categories of data; 
it builds grounded theory, (p. 112) 
Part of the material which was essential to this research was the large body of 
notes and zeroxed copies of articles and book chapters which formed the theoreti¬ 
cal backbone of the project. These were organized alphabetically by author in 
major categories: “Adult Degree Programs,” “Organizational Culture,” “Innovation 
in Higher Education,” and “Qualitative Research.” Finer breakdowns within these 
categories took place over time, e.g., “Case Study Research” became a separate 
folder within the “Qualitative Research” category. As the category of leadership 
emerged from the grounded data, new files were established for background 
materials on “Leadership in Higher Education” and “The Management of Organi¬ 
zational Culture.” 
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Most of the interviews were recorded on cassette tapes. A detailed, but not 
verbatim, record of the interview was made from the tape and accompanying notes 
and entered into a data file. Observation notes were also entered into files. In 
both cases, a word processing program was utilized. Interviews were organized as 
individual documents within folders corresponding to the following categories: 
Faculty, Miscellaneous Administrators, Presidents, Deans, Program Directors, 
Students, and Miscellaneous. A separate folder was kept for the notes of the 
frequent conversations with the program director, organized by dating each docu¬ 
ment. Observations were written up and organized by the name of the event 
whenever possible, otherwise, by date with some additional notation, such as 
“lunch with students-10/10/89.” 
Organizing the voluminous documents was very difficult, since some covered 
a number of issues or themes. Whenever a single issue could be identified, such as 
“Admissions,” then folders were so labeled and the relevant documents were filed 
accordingly. Other documents were grouped under loose headings such as “Statis¬ 
tical Information” or “Presidential Speeches.” Sometimes, probably less frequendy 
than was desirable, multiple copies were made so that it was then possible to file a 
copy under each of the relevant headings. Since some documents were very 
lengthy, this was not always feasible. Highlighting and marginal notes were used 
to identify the significant aspects of documents and this was helpful in re-reading 
them. However, in the time which intervened between the first and later readings, 
different themes emerged as significant, sometimes rendering early highlighting 
and marginal notes obsolete. 
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Data Analysis 
Overview 
There is no one point at which a naturalistic researcher can feel as if data 
collection is concluded and analysis has begun. “Analysis becomes more intensive 
once all the data are in, even though analysis has been an ongoing activity” 
(Merriam, 1988, p. 123). The ongoing nature of data analysis leads to unplanned 
changes in the methodology, as noted above in the discussion of how the chronol¬ 
ogy and questionnaire were utilized for data collection. Given the theoretical 
focus carried by the researcher, certain initial organizing categories suggest them¬ 
selves and demand attention. This process in which recurring regularities form 
into patterns has been termed “convergence” and is elaborated by Patton (1980, 
pp. 311-313). The actual experience in the field leads to refinement and revision 
of these initial categories and the inclusion of new ones as formative analysis 
occurs. It is often necessary to return to library research to gain better under¬ 
standing of an emerging concept or to become better acquainted with a particular 
research technique. 
Another aspect of formative analysis is inherent in naturalistic research, that 
is, the ongoing dialogues that occur between the researcher and her respondents 
in which data are collected at the same time as tentative hypotheses are aired and 
factual information is clarified. In addition, the fact that this research was under¬ 
taken as a dissertation meant that the researcher’s dissertation committee, espe¬ 
cially as individuals, played an important role as sounding boards for emerging 
concepts. Finally, because the researcher was employed in higher education 
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throughout the period of the study, peers played a valuable role in reviewing the 
work in progress. 
This point will be elaborated in the section to follow. 
Final Data Analysis 
The moment at which final analysis begins is when research categories are 
saturated: the literature holds no more secrets or new points of view worthy of 
note; the interviews provide no new insights; observations begin to take on a deja 
vu feeling. In addition, there is the time parameter which dictates an end to the 
immersion in the field site. This is when grounded theory emerges in its final 
form from the data. 
Ideally, the two coincide and one experiences a degree of confidence in 
undertaking the intense analysis that leads to the interpretation of findings and 
written product (s) that will be shared with the appropriate audiences. Merriam 
comments in this regard: “Analysis becomes more intensive once all the data are 
in, even though analysis has been an ongoing activity” (1988, p. 123). 
Two elements characterized the mechanics of the final stages of analysis. 
First, the end of my sabbatical and the increased responsibilities of a new job came 
together to force a hiatus in the active reviewing of the data collected. The data 
physically sat in a study whose doors were rarely opened for an entire summer. 
What this forced hiatus created, in retrospect, was an opportunity for introspec¬ 
tion about the data. Just before picking up the analysis again in terms of actually 
handling the data, I was able to sit down and write an abstract of my thesis. Figure 
and ground had separated themselves out on an almost subconscious level. This 
89 
new understanding was then shared with the key members of the dissertation 
committee, who noted the increased clarity of concept which the time away had 
fostered. 
Once the analysis was formally resumed, the task at hand was to reorganize 
the material so that I could make decisions about final categories for analysis and 
commence writing. I revised my dissertation outline and retitled my topical fold¬ 
ers according to the categories in the oudine. Then, in a difficult and time-con¬ 
suming but necessary step, all the interviews and observation notes were reread 
(having been printed as hard copies from the computer at an earlier point) and 
key documents were scanned. From these, I inscribed large notecards with single¬ 
issue headings and relevant quotes or references. Codes were used to identify the 
source of each citation. The notecards were assembled, together with heavily 
highlighted zeroxes of relevant literature, into the topical folders. 
Even as the writing of the interpretive chapter unfolded, small changes were 
made in categories and not every notecard or set of quotes found its way into the 
final product. Some regrouping within and among the larger categories took 
place. But the categories proved reliable and the refinement of the raw data into 
the notecard format made the work progress smoothly. By the time of the final 
writing, I was able to anticipate some quotes verbatim, having become intimate 
with them in the multiple sessions of rereading and regrouping. I could hear the 
voices of the speakers and understand the significance of comments whose impor¬ 
tance had not been evident on first hearing or early rereadings. The emerging 
hypothesis seemed truly to be couched in the language of the participants and 
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consistent with their view of the culture in which they worked and the values they 
espoused. Yet it also had the quality of understanding that incorporated the 
insights of outsiders in revealing meanings and insights otherwise inaccessible to 
the participants in the culture studied: the writers who spoke through the re¬ 
searcher and the researcher who spoke with the participants. 
Schein (1987) captures both the difficulty of the enterprise and the joy of 
seeing it through: 
Even if we begin to have an intuitive understanding of an 
organization’s culture, we may find it extraordinarily difficult to 
write down that understanding in such a way that the essence of the 
culture can be communicated to someone else....But when we see 
the essence of a culture, the paradigm by which people operate, we 
are struck by how powerful our insight into that organization now is, 
and we can see instantly why certain things work the way they do, 
why certain proposals never get bought, why change is so difficult, 
why certain people leave, and so on. Few concepts are so powerful 
in the degree to which they help us decipher what may be an opaque 
area. It is the search for and the occasional finding of this central 
insight that make it all worthwhile. Suddenly we understand an 
organization; suddenly we see what makes it tick. That level of 
insight is worth working for. (p. 147) 
Trustworthiness of the Findings 
Introduction 
Over the last decade, an extensive amount of material has been written about 
the nature of qualitative research and how to conduct it, leading to the conclusion 
that this paradigm has come of age, particularly in educational circles within the 
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arenas of both evaluation and applied research (See, e.g., Fetterman, 1984; 
Kozma, 1985; LeCompte 8c Goetz, 1984; Lincoln & Guba, 1985; Marshall & 
Rossman, 1989; Merriam, 1988, Miles 8c Huberman, 1984; Patton, 1980; Pettigrew, 
1979, 1985; Reason 8c Rowan, 1981; Siehl & Martin, 1988;, Smircich, 1983; 
Tierney, 1987; Van Maanen, 1979,1988; Yin, 1981,1984). 
Nevertheless, there is an echo of a defensive tone in the writing of many of 
the proponents. Phillips (1987) subtitled a piece about validity in naturalistic 
research, “Why the worry about warrant will not wane” (p. 9). Although he begins 
in a jocular tone, Phillips goes on to discuss the serious issue of whether qualitative 
research can lead to truth-claims which are supportable by convincing argument 
and evidence. He raises what appears to be a logical question: How can multiple 
realities all be true? (pp. 11,14). 
The very concept of researcher as instrument, laden with personal and theo¬ 
retical biases, observing human beings and complex social phenomenon, raises 
questions absent from traditional quantitative research, especially in the case of 
controlled experiments on inanimate objects. Yet, it is now widely acknowledged 
that complete scientific objectivity is in itself a myth and that all researchers oper¬ 
ate out of a particular paradigmatic focus, however unconscious (cf. Kuhn, 1970). 
Observation as a single research strategy is particularly susceptible to suspicion 
about resulting causal statements, although it is more respected as a means of 
generating thick description (Phillips, 1987, pp. 15-16). 
Lincoln and Guba (1985) direcdy address concerns about the convincing 
nature of qualitative research under the heading “trustworthiness of results.” 
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Their discussion divides trustworthiness into categories of internal validity, exter¬ 
nal validity, reliability, and objectivity (1985, pp. 290-293). Both Lincoln and 
Guba and Chaffee and Tierney (1988) identify certain measures that foster cred¬ 
ibility in qualitative research: longitudinal analysis or prolonged engagement, 
persistent observation, and the use of multiple research methods, called “triangu¬ 
lation”. Chaffee and Tierney (1988) also recommend that the data be presented 
in such a manner that the reader is engaged in the interpretive act, much the way 
participants in the study have been involved by the researcher. This requires what 
has been widely termed “thick description,” that is, sufficient detail must be pro¬ 
vided so that the reader is able to draw his or her own conclusions while under¬ 
standing those suggested by the writer. 
Internal Validity 
The central concerns surrounding internal validity have to do with “how one’s 
findings match reality. Do the findings capture what is really there?” (Merriam, 
1988, p. 166). Can relationships between identified variables be inferred from the 
data? How convincingly have rival hypotheses been ruled out? Since by its very 
holistic nature, the qualitative paradigm rejects notions of discrete cause and 
effect variables, internal validity must be inferred rather than demonstrated di¬ 
rectly. 
The concept of triangulation of method is invoked by qualitative researchers 
in response to concerns about the internal validity of findings. What is commonly 
understood by triangulation is that multiple methods of data collection should be 
employed. Some researchers are satisfied with multiple qualitative methods (e.g., 
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Lincoln 8c Guba, 1985; Merriam, 1988), while others advocate using a mix of 
qualitative and quantitative methods (e.g., Siehl 8c Martin, 1988; Chaffee 8c 
Tierney, 1988). 
In this dissertation, a fairly common mix of data collection techniques were 
employed, as noted earlier, to meet the criterion of triangulation: observation and 
modified participant observation, in-depth interviewing, document analysis, and 
the use of a statistically and heuristically-analyzed questionnaire. 
Another means of insuring internal validity involves reviewing data and inter¬ 
pretations with the respondents from whom and from whose culture they were 
derived. This is termed member checks; I utilized this technique throughout my 
study. The use of a jointly constructed time line was a particularly useful instru¬ 
ment in this regard because it had the non-threatening character of a factual 
history but served to elicit multiple interpretations and stories. In addition, the 
presentation of the report to the program director and governing committee 
provided a significant opportunity for member checking. The timing of these 
events allowed incorporation of their points of view in the final interpretation of 
findings in the dissertation. 
Long-term observation is also recommended to guard against drawing conclu¬ 
sions from single visits to the site. It also assumes that the observer will experience 
a phenomenon repeatedly, as a means to testing first impressions over against 
fuller interpretations. This dissertation involved an extended academic year of 
observation at the site, with periodic visits on an irregular basis for another year 
after. 
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Peer review is another means of ensuring internal validity. During the first 
semester of field-work, I team-taught a class in an adult degree program at another 
university. That milieu, as well as ones provided at my place of employment and 
through professional conferences, provided ample opportunities for testing hy¬ 
potheses and gamering important feedback from peer experts in the areas of 
innovative adult degree programs and the organization of higher education. 
Utilizing a participatory style of research is yet another factor contributing to 
confidence in the internal validity of research findings. In this regard, the in- 
depth, open-ended interview which contributes to a interviewer/respondent 
rather than interviewer/subject environment is very helpful and was, in fact, 
utilized throughout this study. In addition, I shared tentative findings with mem¬ 
bers of the program and college being studied on an ongoing, informal basis, 
particularly as personal relationships developed. 
Finally, the researcher is advised to clarify her own biases at the outset of the 
study in terms of basic assumptions, overall outlook, and theoretical orientation. 
This is easier said than done, since there is an analogous process that impacts the 
researcher to that experienced by the insiders in the culture being studied. It is 
usually over time and when challenged by others that an individual is able to bring 
to the surface taken- for-granted notions and beliefs. The issue of the integrity of 
the researcher is relevant to this set of strictures. While she is seeking honesty 
from others, they will be quick to judge her own openness and truthfulness. The 
need to guard sources and be discreet about attributions cannot become a conve¬ 
nient mechanism for disguising the researcher’s own interpretations. 
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However, it is possible in a more straightforward manner to identify the 
theoretical perspectives that have informed the research. This is especially true in 
the case of writing a dissertation for which these perspectives must be identified at 
the proposal stage and in the body of the dissertation. 
Reliability 
Reliability has been conventionally understood as the extent to which re¬ 
search findings can be replicated. While this criterion is obvious in experimental 
research, it is problematic in the realm of the social sciences because human 
behavior displays significant variation, even within so-called “representative 
samples.” Yet, the assumption behind the demands of reliability are that there is a 
single reality and, by extension, a single truth about that reality so that causal 
relationships between independent and dependent variables will always exist if the 
laws governing those relationships can be demonstrated to be true (Merriam, 
1988, p. 170). 
Inasmuch as the qualitative paradigm challenges the fundamental assump¬ 
tions about discrete variables and unchanging laws which determine causality 
especially in regard to human behavior, it is necessary to redefine the criterion of 
reliability when it is applied to the realm of qualitative research. In this instance, 
the quest for reliability turns on how skillful the human instrument (the re¬ 
searcher) is, as opposed to the statistical instruments. Issues relevant to this con¬ 
cern include the education and training of the researcher. In addition, the use of 
triangulation also gives weight to the reliability and consistency, a related criterion, 
of observations and documents. 
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This changed understanding of reliability leads some writers to advocate 
substituting another criterion altogether for reliability, notably, Lincoln and Guba 
(1985) who use dependability instead (p. 298). While the understanding they 
advance related to dependability deals with the evidence collected and displayed, 
it also relates back to the credibility of the researcher. An important aspect of this 
criterion is the clarity and honesty with which the researcher has identified her 
own biases and theoretical positions that influenced the conduct of the study. 
A recommended mechanism for ensuring dependability is the use of an audit 
trail. Just as a financial audit allows an outsider to authenticate fiscal calculations, 
so an audit trail in qualitative research allows the reader to follow the trail pursued 
by the researcher. This requires the researcher to detail methods of data collec¬ 
tion, development of categories, and the various stages and standards for decision¬ 
making. Goetz and LeCompte (1984) go so far as to demand that the researcher 
supply sufficient detail so that others who follow can make use of the original 
research “as an operating manual by which to replicate the study” (p. 216, quoted 
in Merriam, 1988, p. 173). 
External Validity 
The most typical concern for external validity rests with whether the results of 
a study can be generalized. This is a question worth asking only after criteria of 
internal validity have been satisfied so that there can be confidence in the results 
and related interpretation. Thus, the criterion of generalizability involves the 
significance of one study for other situations or cases of the same nature. Here 
again the qualitative paradigm calls into question the very underlying assumption: 
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Can other social settings involving other individuals, groups, and unique histories 
be understood to have qualities that are so similar to the original that all conclu¬ 
sions true for one will apply equally to the other? The answer must be “No!,” 
particularly in light of the naturalistic assumption that each situation has its own 
multiple layers of realities or meanings for those who define and are defined by its 
culture. Merriam states that generalizing from a single case study is inappropriate 
because: “One selects a case study approach because one wishes to understand the 
particular in depth, not because one wants to know what is generally true of the 
many” (1988, p. 173). 
The debate over whether it is possible or desirable to generalize from a single 
case study strikes at the heart of the legitimacy of this research strategy. Yin (1981, 
1984) and Kennedy (1979) delineate the arguments for case study methodology. 
Yin argues that single case studies are particularly useful in testing explanations of 
phenomenon, but must follow an identifiable and well-justified research design 
which includes what he calls “diversity of sources,” and has already been discussed 
above under the heading of “triangulation.” This allows convergence of informa¬ 
tion, which then meets the criterion of consistency and dependability of evidence. 
He also makes a strong case for member-checking so that the interpretation of the 
researcher has been balanced and corrected by respondents. Finally, he argues 
that a single case study designed to advance or test an explanatory hypothesis 
should include evidence that alternative explanations have been considered but 
found wanting (1981, p. 103-108). 
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'Yin does identify aspects of case study analyses which reflect room for im¬ 
provement in this research strategy: 
* The full array of case study designs has not been articulated or investi¬ 
gated. 
* Data collection procedures must cope with the constant tension between 
the need for comparable procedures and the need to allow discretion to 
the investigator. 
* Finally, case study analysis is still in its infancy (1981, p. 110). 
Kennedy (1979) voices similar concerns about the lack of “a widely-accepted 
set of rules for drawing inferences about the generality of findings from a case 
study” (p. 663). However, she strongly asserts that even when statistical analysis 
has taken place, “inferences of generalization are always tentative. Data might 
offer confirming or discontinuing evidence, but never conclusive evidence” [em¬ 
phasis in the original] (1979, p. 664). The burden is on the researcher to present 
strong evidence for the judgments advanced, not to prove the truth of the findings 
beyond question. 
In an especially important insight to the case for single case studies, Kennedy 
notes that the number of units or cases studied is not the guarantor of 
generalizability; rather it is the “range of characteristics of the units investigated 
and the range of conditions under which observation occurred” (1979, p. 665). 
This last criterion supports arguments cited elsewhere for prolonged observation, 
while the former requires detailed and comprehensive description of the case 
under study. Kennedy also points out that the researcher must also define those 
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attributes found to be unique, so that the reader is able to identify those elements 
which are both relevant and germane to other situations (1979, pp. 665-668). In 
the case of the ABC Program at Summit College, e.g., the choice of study units as a 
mode of teaching was a unique attribute. 
Finally, Kennedy invokes the examples of case law in both the legal and medi¬ 
cal realms to argue that there is, in fact, a long history of drawing generalizations 
from single case studies (1979, pp. 672-677). In this last argument, there is an 
important shift in where the responsibility is placed for making the generalization. 
In the realms of law and medicine, it is the practitioner who must make the con¬ 
nections between the instance with which he or she is currently concerned and the 
relevant precedents or case histories. The practitioner must determine the rel¬ 
evance based on his or her thorough knowledge of the case and the detailed 
description available in the case which are determined to be appropriately related. 
The burden is on the practitioner or user of the first case. 
Stake (1978) sees this relationship as taking place between the realms of 
“direct” and of “vicarious experience” (p. 5). What is required is that “the target 
case is properly described. As readers recognize essential similarities to the case of 
interest to them, they establish the basis for naturalistic generalization” (1978, p. 
7). Merriam (1988) expands on this point by identifying this notion as “reader or 
user generalizability,” based on the expectation that the researcher has utilized 
thick description, has established how typical the phenomenon is as compared 
with others in its class, and, when possible, conducted a cross-case analysis 
(p. 176). 
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Ethics 
Merriam (1988) identifies several ethical issues which case study researchers 
may encounter. Some have been discussed above, such as concern over the confi¬ 
dentiality of sources and anonymity of respondents. There are two concerns 
which require further discussion at this point: One has to do with the nature of 
the researcher’s involvement with the issues and situations being studied and the 
possible impact of the researcher on these; the second is more connected to the 
audience for the study and whether they will be able to distinguish between the 
data and the researcher/writer’s interpretations (p. 179). 
Reinharz (1979) has written movingly about the impact that participant 
observation research has on the researcher: 
I entered a mental hospital as a graduate student interested in 
carrying out a participant observation study on friendships among 
patients. I left the hospital eight months later affected by its milieu, 
its people, and its conflicts. This experience prompted changes in 
my attitudes toward myself and toward methodology, (p. 127) 
She goes on to argue that “Although always defined as crucial to the research, 
impartiality also represents a constraint against acting genuinely. Contrived neu¬ 
trality is difficult if not impossible to sustain in social settings” (1979, p. 142). 
In the context of the current research, neutrality per se was not the issue since 
the research question was not framed in terms of making a judgment about the 
relative merits of the ABC program. However, as the interviews progressed and I 
became a familiar figure in the program office and at governing committee meet¬ 
ings, there was a clear sense that participants shared of being under scrutiny, of 
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memories being uncovered, of a sharper sense of the program’s history and possi¬ 
bly, even of its future, emerging. While this was uniformly expressed as positive, 
“I’m really enjoying this opportunity to look back,” and “We’re looking forward to 
your report; it will help us with our evaluation,” it became absolutely clear that the 
observer was being closely observed and that the observation/research was going 
to impact on the program and on the participants’ views. Certainly the program 
director’s receptivity to the research was related to her need to gain some overview 
and perspective on the program as it approached its twentieth anniversary in the 
context of a new presidential regime and a new fiscal climate. 
The awareness of how the research was and might in the future impact the 
program’s direction created a dilemma. On the one hand, there is a certain sense 
of power that comes from the expression of confidence and expectation among 
people one has come to respect. That, in turn, leads to a reluctance to criticize or 
raise difficult questions, which does raise absolutely critical issues in regard to the 
researcher’s impartiality and objectivity. Finally, it highlights the accuracy of 
seeing organizational culture as a process. Therefore, meaning making within 
that context is on-going, influenced by many factors including, in this instance, the 
fact of the research having been introduced into the setting as another variable. 
Participants’ sense of the program was, in some cases, different at the end of the 
research than at the beginning, directly as a result of their having become partners 
in the intense scrutiny of the program and of the host institution’s culture. People 
talked not only with me but among themselves; reread old documents; summoned 
joint memories of former events, and speculated about my questions. This, in 
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turn, inevitably shaped their relationship with the researcher who became a point 
of reference for their own thinking and questioning. Patton (1980) highlights a 
basic truth which illuminates the phenomenon being described: “In many ways it 
is our common humanity, whether we are fully aware of it at any given moment or 
not, that makes fieldwork possible. As human beings we have the amazing capabil¬ 
ity of becoming part of other people’s experiences” (p. 180). 
While the ownership of questions and perspectives becomes shared, the 
researcher must keep in mind that she is the one accountable for the final report 
and that she, in turn, has other external audiences who must be addressed, unlike 
the participants who remain within their institutional framework. Maintaining an 
awareness of the researcher’s other audiences and ultimate external orientation 
becomes particularly important at the point of exit from the site. That is often the 
very time by which relationships with participants has become the closest and a 
sense of collegiality has begun to emerge. Getting in touch with the researcher’s 
basic “other-directedness” is necessary at this point in helping to turn away from 
the site and gain the necessary perspective to making judgements about the data. 
Having chosen an academic year framework for the research, the natural end of 
that period provided a natural exit. There was some staff turnover underway, 
faculty were turning toward summer off-campus endeavors, and seniors were 
graduating. My disengagement, therefore, was not so singular and occurred in a 
general atmosphere of winding down and change. 
What of the issue of how an audience will be able to distinguish between the 
researcher’s interpretation and the data themselves? One is drawn back to cite the 
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need for “thick description” (Geertz, 1973). The written document should speak 
from the participants to the reader in enough depth and with enough richness 
that their voices are heard. Yet it is a fiction to deny that the very essence of the 
researcher’s role has been interpretation and selectivity. The reader will never 
hear the voices of those not interviewed or the quotes deemed irrelevant or redun¬ 
dant. The researcher’s sense of saturated categories is subjective; another inter¬ 
preter might have heard new themes and found new avenues for investigation. If 
one accepts the basis of qualitative research and acknowledges that the researcher 
is the primary research instrument, then the presentation of data, triangulation, 
member checks, and peer review must come together to convey confidence in that 
instrument. In addition, generalizability resides in the reader’s ability to identify 
significant elements in common with other cases of interest. The researcher/ 
writer’s task is to convey a convincing description and explanation of the case 
which interested her, according to the accepted norms of qualitative case study 
methodology. The two chapters which follow provide in Chapter IV, a case history 
of the ABC program, and in Chapter V a description and interpretation of the 
case study data. 
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CHAPTER IV 
HISTORY OF THE ABC PROGRAM 
Introduction 
The ABC Program at Summit College constitutes a useful case study because 
it originated as an experimental approach to the liberal arts degree within the 
context of significant reform and innovation in higher education, both nationally 
and locally. Once the program was implemented, it almost immediately took on 
the identity of an adult baccalaureate degree program. 
Moreover, the program’s rationale emerged from the college administration’s 
concerns about many of the factors identified by Eldred and Marienau (1979) in 
their study of adult degree programs, in particular: 
1. increased costs and the concomitant search for new revenues 
2. fears of a shrinking pool of traditional applicants and the search for 
new markets 
3. political pressures to serve adult learners, closely related to community 
demands for equity and egalitarianism. 
As admissions criteria were elaborated, concerns that the standards of the 
host college not be compromised were personified by the presence—with veto 
power—of the undergraduate Director of Admissions on the ABC Program’s 
Admissions Committee. This led to the initial selection of a “small, but highly 
qualified group of students” (Interview 30) who, in the main, were white, middle- 
class, approximately 75 per cent female, and had some previous college experience. 
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Therefore, in terms of its period of origin, identity, institutional context, 
admissions standards and, as will be demonstrated subsequently, many program¬ 
matic features as well, the ABC Program is similar to a broad spectrum of adult 
baccalaureate degree programs. At the same time, this is a case study of a particu¬ 
lar program at a particular college, rich with its own culture and its unique “saga” 
(Clark, 1972; Baldridge, 1975). The narrative that follows will portray Summit 
College, the institutional context, and the history of the ABC Program from 
conception through maturity. 
The Setting 
Physical Setting 
Walking across the Summit College campus, the Gothic stone buildings of the 
“century-old Quadrangle” (Summit College Viewbook, p. 34), imposing Episcopal 
chapel, and well-manicured grounds are reminiscent of an “Oxbridge” college 
circa anytime in the last two hundred years. Entering through the main archway, 
the granite chapel stands out in contrast to the brick facades of all the other 
buildings in the three-quarter quadrangle. The entrance archway passes beneath 
the clocktower of the main administration building, which is set apart from the 
other abutting buildings only in that single distinguishing element and by its 
primary location across from the chapel. None of the buildings are more than 
three stories tall; all are brick and gabled. The small stain-glassed and leaded 
windows, coupled with the green-with-age brass lanterns flanking each ground 
floor heavy wooden door contribute to the feeling of age and weightiness. The 
small scale of the attached buildings, each with several identical entrances, and the 
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mixed functions—from academic offices and classrooms, to student residences, 
and student services—create a sense of close community and down-played distinc¬ 
tions in rank. 
Previous presidents governed from the top floor of the clock tower, but the 
latest incumbent moved his office to the first floor and likes to work next to his 
window, thus controlling a view of visitors to the campus, the comings and goings 
of his administrators, and the students and faculty moving along the perimeter 
walk. From this vantage point, he can also watch the impromptu games and social 
events on the broad, perfectly groomed lawn, or focus on the somber lead statute 
of the bishop who presides over the various outdoor activities while gravely facing 
the center of the quadrangle. By craning his neck a bit, the president can see 
across the lawn to the closer athletic fields and monitor one of Summit’s many 
teams. Whenever the weather permits, and even in the cold and damp winters, he 
enjoys throwing open the large leaded class window and hailing a colleague or 
student. 
Notices tacked to the wooden doors advertise fraternity events, campus speak¬ 
ers, study abroad opportunities, and the visits of campus recruiters. Save for the 
presence of female students in the last twenty years, the scene would be familiar to 
alumni of many decades gone by. All the buildings of the college face in; the 
backside of the longest side of the quadrangle presents a formidable brick wall to 
the street outside. Service entrances and small parking lots are all that are clearly 
visible to a passer-by. Across the street is angle parking reserved for college use. 
Members of the campus community walk along here, but their socializing and 
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lingering takes place along the inner walks of the quadrangle and, in good 
weather, on the steps of the arts center, the patios of the social center and the 
large and small student centers, and on the broad lawn. 
It is necessary to pass through the archway at the far end of the quadrangle to 
see the main student center, behavioral and life sciences building, and other 
manifestations of the college’s efforts at modest expansion in recent years. A 
continuing walk in the same direction would reveal the fruits of the very successful 
capital campaign which was the crowning achievement of the previous president: 
the construction of a new mathematics and engineering building and a new dor¬ 
mitory, matched at the opposite end of the campus by the addition to the writing 
center, and the construction of a new alumni center and faculty club and the just 
completed multi-purpose “social center.” 
Students and Faculty 
Shifting attention to the people in view, contemporary American images 
come to mind. A popular guide to selective colleges argues: “The mascot of 
[Summit] College athletic teams is the [fighting cock], but a more fitting symbol 
would be the Izod alligator. This is a college well suited to meet the needs of 
bright, energetic preppies.” It is indeed the all-American athletic-looking preppy 
models in a Land’s End or L. L. Bean catalog who appear to have made Summit 
the college of their choice. Even the occasional clusters of Black students tend to 
dress in a similar mode, although many sport distinctive hairdos and jewelry that 
set them apart from the simple, expensively-cut styles of the majority white ranks. 
An informant who worked at the college related that a colleague once asked her 
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rhetorically, “Have you ever noticed that the minority students here all look 
blond?” Startled by the irony of the comment, she looked around the gym locker 
where this conversation was transpiring and realized that the observation was 
accurate (Interview 42a). The students seem to exude self-confidence, banter 
easily among themselves, and display in their walk a comfortable familiarity with 
the ninety acres of playing fields prominently mentioned in the college viewbook. 
Faculty, in the main, could pass for the older siblings or parents of their 
students in ethnic identity, dress, and demeanor. In fact, many of the male and a 
few of the younger female faculty are themselves Summit College alumni. College 
administrators reflect a Brooks Brothers, professional conservative business style or 
the slighdy preppier garb adopted by this same class at leisure. They blend in 
easily with the professional, insurance, banking, and corporate individuals who 
comprise the majority of student body parents, Summit College alumni, and 
guardians of the city which extends not far from the college’s borders. Women 
staff tend to favor classic dresses or suits, hosiery—even in summer, neutral 
pumps, and simple jewelry. Few secretaries wear pants, not even in the cold New 
England winter months. The security guards and service personnel, mosdy His¬ 
panic and Black members from the surrounding city, dress in neat uniforms or 
work clothes, according to their respective tasks. 
Female faculty members display a bit more independence of style: a chic 
leather skirt on a French professor, large wooden beads against a psychology 
faculty member’s oversized sweater, but they, too, appear somewhat more dressed 
up and toned down in appearance than their counterparts at the nearby public 
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universities. Some male faculty appear in chinos and work boots, several wear 
fashionable sport coats and ties, most dress somewhere between the style of the 
administration and the better-dressed students. In the course of a year of observa¬ 
tion at Summit College, no faculty have been seen wearing jeans or sneakers. 
In summary, facing in toward the college walk, the campus exudes an image 
of affluence, self-confidence, tradition, and a sense of place, as befitting one of the 
oldest private liberal arts colleges in New England. But if one continues walking 
beyond the central walk, other images and impressions intrude. The newer aca¬ 
demic buildings on the periphery of the campus loom in the various graceless 
styles of more economical college construction, with granite windowless facades 
and tiers of massive geometric configurations which contrast with the classic, 
smaller brick buildings with their leaded windows and graceful roof lines of the 
central area. A new mathematics building is being built, with all the attendant din 
and dislocation of a construction site. In all, the College has devoted fifty million 
dollars in new construction in the last fifteen years (Summit College Viewbook, 
p. 34). In the other direction, coming out of the front entrance to the college, the 
modem, California-style glass and white clapboard president’s house dominates 
the view. Although the chief college deans still occupy college-owned houses 
adjacent to the campus, rising costs and the declining quality of urban life have 
turned most faculty into commuters. Although almost ninety-per cent of under¬ 
graduates make Summit very much a residential college, few graduate students or 
adult undergraduates live on campus. Thus, there is no longer the complete 
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community of students, faculty, and administrators ensconced on and around the 
campus as was much more the case in earlier decades (Interview 7). 
The Neighborhood 
Just outside the college’s iron gates, one begins to glimpse the blighted urban 
neighborhood that lies beyond. At the northern and eastern ends of the campus, 
the neighborhood is comprised of shabby, poorly-maintained apartment houses 
and small stores, with garbage strewn around haphazardly, flanked by old, often 
dented and patched parked cars. Signs in Spanish, Portuguese, and English 
advertise ethnic foods and warning notices about the dangers of crime and drugs. 
Storefront churches and city neighborhood social service agencies operate from 
behind barred widows. A large “Campus Pizza” establishment looks as if it has 
seen better days; no Summit students can be seen among those who linger aim¬ 
lessly in its doorway. The college student newspaper regularly lists “security inci¬ 
dents”—property theft by the neighborhood locals is a constant concern, as are 
the less frequent but highly publicized incidents of physical harassment and rape 
by outsiders. Campus bulletin boards post the latest “security alerts,” usually 
involving purse-snatchings and thefts of car radios. The contrast between the 
immediately surrounding neighborhood and the clean, classic, comfortable cam¬ 
pus is striking whenever one drives up to its gates. For the neighborhood children 
who tend to bike or run across the campus, the differences must be overwhelming. 
Ill 
Mission and Identity of Summit College 
In order to understand the present mission of Summit College, it is instruc¬ 
tive to review the college’s historical origins and to probe its identity from a variety 
of viewpoints. 
Origins 
Its urban location and church-related origin were described by a faculty 
informant as “standing in an ironic relationship” to the college today. This infor¬ 
mant characterized the classic Gothic Episcopal chapel as a “false symbol” because 
the faith it represents has had little impact on the institution in many years, no 
longer even accounting for a majority of the student body’s stated affiliation. 
More complex is the meaning of the college’s urban surroundings. The new 
president has publicly resolved to “improve the involvement of the college in the 
community,” (Interview 19) a persistent theme in official statements over many 
years. The opportunities in the metropolitan area for students in terms of intern¬ 
ships, career placement, and service are widely touted by faculty and administra¬ 
tors (Interviews 19, 8, 23, 32, 35). At the same time, concerns for personal safety 
and about the quality of local public education have pushed college administrators 
and faculty into suburbia (Interviews 4, 25), while students perceive a need for cars 
to take them away from the campus and its neighborhood to meet their entertain¬ 
ment and shopping needs (student newspaper; Interview 68). The college’s 
relationship with its immediate neighborhood and the larger metropolitan com¬ 
munity (Interviews 23, 40, 41) remains a key to its marketing niche, to its distinc¬ 
tive identity, and to its self-understanding. It is no longer explained by the distant 
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historical past when the citizens of the city brought gifts to the college in gratitude 
for its decision to locate there or the pre-1960’s demographics when the college’s 
regional draw always included a significant local contingent (Summit College 
catalog). 
Identity 
Official college documents, presidential reports, faculty impressions, and 
external evaluations all provide insight into the identity of an institution. Often 
the official sources hold out the aspirations, while the anecdotal evidence and 
outsider impressions display the reality and, therefore, the gap between that which 
is desired and that which is achieved. 
A 1983 “Presidential Report to the College on Summit in the 1980’s” has its 
source in the reports of several college administration and faculty groups working 
on establishing institutional priorities. It provides a clear statement of the 
college’s official self-assessment: 
There is broad agreement within our community concerning 
[Summit’s] central purpose and the directions in which the College 
should concentrate its efforts. It is our task to help a relatively small 
number of very able young people to discover—often through 
struggle and even failure—their true strengths and interests, to 
develop their individual potential, and to prepare themselves for 
lives both of personal growth and fulfillment and of usefulness to the 
restless, pluralistic society in which they will find themselves. As a 
largely residential institution in an urban setting, we can provide our 
students with opportunities to test and develop themselves in many 
ways... 
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But as an educational institution our primary focus is on students’ 
intellectual development. We share the conviction that this is best 
served by an intense engagement with a demanding curriculum 
based on the liberal arts and sciences.... 
There is broad agreement on what [Summit] is not, and this 
helps us to define not only what our present commitments are but 
what we can realistically aspire to achieve. First, we are not a re¬ 
search university, but we do believe all members of the faculty 
should undertake serious scholarship. Our commitment to excel¬ 
lent teaching remains steadfast.... 
We are not a vocational institution. Despite strong societal pres¬ 
sures on behalf of job-centered training, our commitment to liberal 
education remains steadfast.... 
[Summit’s] basic mission, then, remains what it has been: to 
provide an excellent liberal arts education to a primarily residential 
student body of approximately the same size as is presendy enrolled. 
No doubt a number of other high quality liberal arts colleges 
would define their objectives in very similar language. This does not 
mean that we have no distinctiveness but rather that our similarities 
with these institutions are more important and more basic than our 
differences from them. 
But [Summit] does have a distinctiveness as well. Like any old 
and well-established college, it enjoys an individuality derived from 
traditions, from the physical character of its campus, and particularly 
from the personal impact of countless faculty members over many 
years. Intangible though it is, this distinctiveness is important since 
it binds the various segments of the institution into an integrated 
and mutually sustaining whole. 
This document has been quoted at length because it so clearly reveals the 
college’s self-understanding, articulated by a respected and rather plain-talking 
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president. Several aspects of this report are worth noting. First, as the Director of 
the ABC Program has underscored in several conversations (Interviews 50, 58), 
the identification of the centrality of young students has a negative impact on her 
recruitment efforts for the adult degree program. Ironically, the same document 
confirms the college’s decision to eschew growth in the general student body while 
pursuing a doubling of enrollment in the ABC Program, as “a natural conse¬ 
quence of the College’s aim to interrelate with and serve the urban community 
around it.” The report also stresses the essentially residential nature of the stu¬ 
dent body and the attendant educational function served by the extra-curricular 
experience. By implication, there is an important component of the Summit 
experience unavailable to those whose age and life situation make campus resi¬ 
dence impossible and significantly limit the amount of time they have to spend on 
campus at all. 
Another indicator of what Summit has achieved comes from a recent annual 
survey of American Colleges undergraduate institutions. The Summit student 
newspaper banner headline trumpeted: “[Summit] Ranks Twentieth.” Particularly 
notable were the sub-rankings: 30th in academic reputation, 40th in student 
selectivity; 20th in retention, 15th in faculty quality, and 25th in financial resources 
(Student newspaper, Oct. 24,1989:1). In another survey published earlier the 
same year, Summit ranked in the bottom third of other small colleges in its region 
in endowment, although the endowment’s market value of 126.3 million dollars 
was the highest in the college’s history (Student newspaper, Nov. 7,1989:1). 
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What is particularly interesting about these rankings is where the other small 
New England colleges are ranked to which Summit compares itself and for which 
it competes for students. The three colleges to which it is most often compared 
rank in the top eight in the same evaluation that placed Summit twentieth and all 
have substantially higher endowments (Student newspaper, Oct. 24 and Nov. 7: 1). 
A witty informant quipped that “they think they are the distinguished three; but 
[Summit] constitutes the distinguished fourth” (Interview 19). 
Therein lies the tale of Summit’s identity problem, a theme that emerges 
explicitly in interviews with faculty and administrators and implicidy in the 
President’s 1983 observation quoted above that Summit’s mission statement is not 
particularly distinctive and that its similarities with other “high quality liberal arts 
colleges...are more important and more basic than our differences from them” 
(1983 Presidential Report, p. 4). Although on the playing field, Summit fre¬ 
quently succeeds in coming out on top of its “sister” institutions, it has never 
overtaken them in academic reputation, financial resources, or self-definition. 
A long-time member of the administration acknowledged that “Summit has 
always had an identity problem: it’s the trailer of [X, W, and Z] in academic 
quality.” He noted that although the Summit faculty have historically held doctor¬ 
ates from “the best schools, they have an inferiority complex.” He also observed 
that the student culture at Summit was very similar to that of the institutions to 
which it compared itself: the students represent middle and upper class families, 
high up in the corporate world, professions, and government service—often on 
the level of cabinet secretaries. Summit currently had a significantly larger per- 
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centage of Roman Catholic and fewer Jewish students than had been true in its 
own recent past or that was true of its sister colleges, which perhaps contributed to 
a less “progressive” set of attitudes. But what could readily be observed about 
these affluent, “preppy” students was “their high level of self-esteem in spite of the 
usual self-doubt” (Interview 46). 
These views about the Summit students were echoed by other faculty mem¬ 
bers who described the college’s image as “big bucks” [i.e., cost of attendance], 
“high quality, good faculty and good connections with the faculty, upper class, 
white, academically difficult.” He described the students as “fairly conservative 
politically and in terms of taking risks, intellectually in the classroom they have to 
be very sure of things. But they have the skills, are smart, and well-prepared. If 
you push them enough, they’ll perform” (Interview 5). A senior professor be¬ 
moaned the greater homogeneity of the current study body as compared with the 
more intellectual climate and diverse student body of the seventies. ‘Today’s 
students are more motivated to succeed than they are to learn.” She noted wryly 
that in previous eras, the faculty had been more conservative than the student 
body, while the reverse was true by the end of the eighties. She expressed the 
hope that “Maybe, it’s bottoming out: more students of late seemed attuned to 
issues of diversity and social issues” (Interview 11). Another senior faculty member 
echoed those observations: the students are “affluent, preppy, and not as intellec¬ 
tually and academically-oriented as in the past, but they are capable if high stan¬ 
dards and clear expectations are set” (Interview 13). Another veteran teacher 
commented: “It’s a small, private school with the attendant advantages and disad- 
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vantages. The faculty complain but they judge the students by bygone standards. 
It’s a very good second-rate school and that’s saying a lot!” (Interview 4). 
The question of the college’s lack of strong identity was mentioned in several 
faculty interviews: “Summit tends more to react than to lead....It doesn’t owe its 
identity to something very strong. It tends to be very average and reactive, more 
than innovative” (Interview 4). But that slow pace of change was interpreted 
positively by a senior member of the faculty, himself an alumnus, as well as the new 
Summit College president. The faculty member characterized the college’s his¬ 
tory as a combination of “continuity and change, a lot of innovating at some time, 
but a place of enduring values.” He noted with pride the fuller accessibility of the 
faculty than at Summit’s rival institutions, while acknowledging that in the past this 
was sometimes a substitute for scholarly activity. But he conceded that the newer 
faculty “are very talented and seem able to do it all!” (Interview 1). The new 
president mused, “It seems to me to be a place that has moved judiciously and 
quite competently through the years, with nary or barely a bold leap” 
(Interview 41). 
Summit’s urban setting was cited by many respondents as having the potential 
for the college to forge a distinctive identity. This was also clearly noted in the 
1983 President’s Report on the Eighties (p. 4). The new president described 
Summit as 
a small, classy, city college with a strong tradition of commitment to 
the liberal arts.. .with a touch of Anglophilia coming off its Episcopa¬ 
lian background... with a little bit of old (name of city) in there 
probably. But by dint of being in a real city neighborhood and in an 
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inner city neighborhood, a fair amount more real world in its expo¬ 
sure to the world. (Interview 41) 
A senior faculty member’s observation that “in part, we still have remnants of 
the WASP men’s school we were twenty-one years ago, but that’s changing” sup¬ 
ports the president’s comments. This same professor described with great excite¬ 
ment the opportunities his students had for internships in the city, which he 
believed set Summit apart from and above its sister institutions. “If you’re serious 
about your education, you can get as good an education here in my view as at any 
other undergraduate program in the country, bar none!” (Interview 8). 
Faculty consistently noted the positive atmosphere of the college community: 
“I find it a very stimulating, exciting, interesting academic institution” (Interview 
13). Noting the sense of belonging and caring on the part of faculty and students, 
a new faculty member stated: “I enjoy working here. I would advise my own chil¬ 
dren to come here” (Interview 14). Several faculty and staff spoke with pride 
about their children who had attended Summit; the first Director of the ABC 
Program confided his hopes that his oldest child who had just applied to Summit 
would be accepted (Interview 26). The only people who used the frame of refer¬ 
ence of advising their children about college to convey negative responses were 
nevertheless very positive about the quality of a Summit education. One com¬ 
mented that he would prefer having his daughter attend a college with a different, 
less fraternity-dominated social atmosphere, while the other expressed the convic¬ 
tion that her punk-rocker, long-haired sons would simply not fit in (Interviews 16 
and 42a). 
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Another new faculty member spoke about how warmly she had been received 
by the senior faculty and the changes she observed in the make-up of the faculty, 
which was moving from an “old boy’s network” and “becoming more representa¬ 
tive” (Interview 2). A faculty member who had taught at one of Summit College’s 
chief rivals noted that he particularly valued the collegiality of the faculty at Sum¬ 
mit: “It is a very strong point....It is possible to make a change here because the 
faculty stays in excellent communication with one another. There is a faculty 
dining hall; it’s a small campus; people talk with one another” (Interview 18). A 
long-time faculty observer of the campus noted with amusement that Summit was 
such a positive environment for faculty that even those who didn’t receive tenure 
were reluctant to leave (Interview 12). A former member of the administration 
revealed that she still feels “very attached to the place. Many people feel about 
Summit the way they do about a dysfunctional family, e.g., there’s the alcoholism 
and the denial. They don’t like aspects of it, but they stay. Part of my reason for 
leaving was that I felt too attached and had to see who I was without it” 
(Interview 25). 
Thus far, I have described the institutional context within which the ABC 
Program has evolved. In the sections that follow, I trace the program from its 
inception through maturity. The motivations which led to the establishment of 
the program are discussed from the perspective of the rationale that prompted the 
consideration of introducing this innovation to the college and the role of signifi¬ 
cant individuals in promoting it. In addition, the importance of a climate condu- 
120 
cive to change emerges as a critical factor in relation to the college’s acceptance of 
the program. 
Inception of the ABC Program 
Conceptualization 
Informants who were involved with the conceptualization and initial imple¬ 
mentation of the ABC Program emphasize different motivations at work. Weaving 
through their recollections are the warp of academic innovation and the woof of 
reaching new student markets. Within the variegated pattern they describe to 
account for the initial design are also significant highlights of concern for the 
college’s role in the surrounding community and the program’s potential for 
increasing the diversity of the student body. 
The real hope for the program was that it would become another 
way of dealing with the liberal arts degree. It would reinforce the 
role of teacher/scholar with a new kind of student.... [But] the 
college community was skeptical, they believed that the real motiva¬ 
tion was new markets to attract new students and help out with 
economics. (Interview 26) 
It was hoped that ways might be found to extend the range of 
alternate learning modes available to students at the college. (The 
ABC Planning Committee Report, May, 1972, p. 2) 
We were looking for a market. (Interview 15) 
My goal was to open up opportunities outside the regular class 
approach for people in the region. (Interview 39) 
[The ABC Program] was seen as a way of getting money out of 
wealthy suburban housewives who were already coming to campus 
for cultural events. It was an efficient use of the faculty and they 
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would contribute to the community by teaching bright, older 
people. (Interview 11) 
It was a response to the demographics and the naivete of the 
romantic notions of the sixties that anything is possible. 
(Interview 49) 
Succeeding Summit college presidents picked up elements of the original 
design, seeking to refashion it to conform to their values and priorities. The result 
was that previously dominant themes became relatively muted, while heretofore 
background elements began to predominate. Thus, the emphasis on academic 
innovation which was so prominent in the original concept receded to the back¬ 
ground, while the potential for economic advantage which the faculty 
implementers of the program had pushed aside was brought forward as a concern 
of President Boynton’s successor. Over time, the colorful thread of “community” 
was woven through the fabric again and again, appearing with differing shades of 
meaning in the larger evolving college culture. The fabric of the ABC Program 
proved to be durable and attractive, complementing the dominant patterns of the 
whole cloth of which it had become a significant part. That whole cloth is the 
culture of Summit College: a small, elite liberal arts college like others in its class 
that values teaching and the teacher-student encounter above all else, yet strug¬ 
gling to find its unique identity from the individual leaders and the urban setting 
which set it apart. 
It is particularly important to note that the ABC Program was not initially 
designed as an adult degree, although its non-residential, independent study 
mode led many to anticipate that adults would be attracted to it. Only after the 
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program was implemented and the recruitment phase was initiated did it become 
clear that there was minimal interest from traditionally-aged students. Three 
realities stood out: those who expressed interest were almost exclusively working 
adults attracted by the flexibility of the program and the prestige of the college. 
The publicity about the options of completing a competitive liberal arts degree in 
three years aroused no interest among the “exceptionally well prepared and self- 
motivated” younger students at whom it had been aimed (Program brochure). 
Currently enrolled undergraduates at Summit had a plethora of innovative study 
options under the college’s new curriculum—including self-designed majors and 
off-campus semesters—that satisfied their expressed demands for relevance and 
innovation. Hence, the ABC Program became an adult degree vehicle more by 
default than by design. In an act of institutional memory lapse, at the beginning 
of the program’s second year, a college press release stated that the program “was 
originated by [Summit] College for older people who were not able to attend 
college because of family or job obligations, but who had the intelligence and 
motivation to learn.” The second publicity brochure featured an adult woman on 
its cover. 
The initial identification of the program as a brainchild of the college admin¬ 
istration probably carried it through its critical first year (Interviews 26, 47). How¬ 
ever, the ownership of the program by a dedicated group of “hard-core” faculty 
proponents, its governance by a faculty policy-making committee, its initial admin¬ 
istrative leadership by respected members of the faculty, and its placement within 
the Dean of the Faculty’s bailiwick combined to provide essential credibility and 
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accountability within the larger college. Finally, the emergence of a proven ad¬ 
ministrator as director after the program had successfully undergone two faculty 
reviews was consistent with the imperatives of meeting a wider span of student and 
recruitment needs than had originally been anticipated. This development, in 
fact, directly parallels the experience of the gamut of comparable adult degree 
programs in Summit’s sister institutions. Moreover, at Summit the administrator 
who became the program’s director possessed an astute understanding of the 
institution’s culture and fashioned her role accordingly as implementer of faculty 
policy, incremental innovator, and heralder of the saga of ABC student achieve¬ 
ment. After portraying the program as the governing faculty committee’s “little 
hothouse program set up sort of all to itself,” an informant described the current 
director’s accomplishment as having “solidified the program to where it has be¬ 
come an accepted part of the landscape...really on [Margaret’s] terms” (Interview 
47). She herself prefers to describe the program today as “a tradition within 
Summit’s tradition” (Interview 52). 
Climate for Change 
Many of the origins of the ABC Program can be explained by the environ¬ 
ment within which the college was operating in the late sixties. The beautiful 
campus was costing more and more to maintain; facilities were strained to the 
limit and new construction costs seemed prohibitive financially. The advent of 
new technologies was also escalating college costs. The veteran faculty were be¬ 
coming resdess at somewhat lower than average salaries; the most desirable new 
faculty were becoming more and more expensive to recruit. In general, faculty 
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were becoming more assertive which included demanding a greater voice in 
college decision-making, especially related to fiscal matters. The then all-male, 
very bright, affluent, athletic, northeastern traditional pool of applicants was in 
jeopardy of shrinking as their age cohort declined and those that remained turned 
their backs on single-sex institutions. Summit stood to compromise its competitive 
standing and related academic standards. The current student body shared the 
faculty’s restlessness and then some. In 1968, there had finally been a major 
student protest at Summit College. Students were demanding, among other 
things, a less restrictive curriculum, more academic innovations, and a greater 
voice in college decision-making. For the first time, in the 1968-69 fiscal year, 
there was a modest deficit in the college’s operating account. Sixty-five per cent of 
educational and general income was coming directly from student revenues. 
Tuition and fees had increased an unprecedented forty-five per cent in the last five 
years, placing Summit among the most expensive American colleges (Case study, 
p. 2, Interviews 47,15). 
The trustees were concerned. In addition, the urban community in which 
Summit College was located was decrying the splendid isolation of tax-exempt 
educational institutions which appeared to be remiss in their civic obligations in a 
time of significant urban distress. Against this backdrop, the long-time Summit 
president retired. 
In the fall of 1968, the new president, “Charles Boynton,” was inaugurated. 
He was himself a Summit College alumnus-described by a former colleague as “a 
superb Summit College student, possibly the best of the twentieth century;” 
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former trustee, and son of a prominent faculty member. “By the time he came to 
the presidency, he had a reputation as an experienced teacher and administrator, 
as well as a well-established historian. He had a zest for innovation, which was his 
hallmark” (Interview 26). Caught among the demands of the trustees for tighter 
fiscal administration, those of the faculty and students for more participation in 
college decision-making and for academic reform, and the political and potential 
economic pressures from the city, the new president was also greeted with dire 
predictions from the admissions office about the shrinking traditional applicant 
pool, the need for new student markets, and the obligation to move ahead with 
minority student recruitment. 
Within a few years, the president turned a series of potential crises into a 
mandate for change, abetted by a new “high energetic and visible” academic dean 
(Case study, p. 3) who took the lead in a series of academic reforms, curriculum 
changes, and the rapid introduction of co-education in 1969. Less spectacularly, 
there was also an attempt made at long-range planning, involving a broad spec¬ 
trum of the college community, including “trustees, administrators, faculty, stu¬ 
dents, parents, alumni, and non-academic employees” (Case study, p. 4). Not very 
much emerged from the task forces comprised of these representatives, and by 
1970 the dynamic academic dean had left Summit, the faculty was showing signs of 
fatigue, and the president felt his goals of broad-based change within sound fiscal 
planning had not been reached. 
Toward the beginning of the spring semester in 1971, President Boynton took 
a more assertive personal stance and directed a college-wide examination of the 
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school’s educational priorities. In a letter to the college administration and fac¬ 
ulty, he stated: “The best answers will involve trying some new alternatives.. .when 
the times demand we move forward” (Case study, pp. 5-6). 
President Boynton then secured a mandate from the Trustees and an en¬ 
abling stipend from a foundation grant to appoint two summer study task forces of 
selected faculty and students to review: 1-student life, college size, and physical 
facilities and 2-the range of academic programs. Although given broad territory to 
cover and few specific guidelines, the task forces were sent an extensive memoran¬ 
dum from the president which included the following “General Assumptions:” 
The present competitive climate (quality and cost) renders the 
prospect of continuing under our current assumptions and pro¬ 
grams hazardous, but any abrupt departure from our Ivy League 
approach would raise sharp questions from all quarters. 
The impact of these assumptions is clear: minor adaptation of 
practices and programs will only postpone the day of reckoning or 
assure the reversal of our hope to improve, not simply to hold our 
own. (Case Study, p. viii-ix) 
The summer task force on academic programs considered a number of pro¬ 
posals. Eventually a sketchy concept of what would become the ABC Program 
emerged: this program would serve as an alternative path to the Summit College 
liberal arts degree. It would enable a student to have more control over the pace 
of his or her degree. Initially, it was the highly qualified traditional student who 
wanted to finish a degree in under four years who was envisioned as the likely 
candidate. It was certainly noted by those on the task force that the nearby, highly 
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prestigious university in the state had just announced consideration of a three-year 
undergraduate degree. 
Some of those in both the administration and the faculty clearly believed that 
such a program would undoubtedly attract qualified working adults from the 
surrounding community. All the students in this program would be non-residen- 
tial, thus providing tuition revenue without straining the overcrowded dormitories, 
dining, and recreational facilities. Both the likelihood of attracting adult students 
and the economic advantages of this new program were subordinated to its aca¬ 
demic dimensions as it was presented to a faculty who had just undergone an 
overwhelming array of curricular and other innovations (Interview 47, 39). 
The recollections of President Boynton about the basis of the ABC Program 
reveal the concerns he had at the time: 
My goal was to open up opportunities outside the regular class 
approach for people in the region....[The program] had grown out 
of a concern I had and others shared in trying to figure out how 
[Summit], unlike other area colleges and universities, could reach 
out and provide opportunities to the larger population. People in 
the community were pointing to the fact that [Summit] College paid 
no taxes and saying that it had an obligation to do something for the 
community.... 
As an innovation, the idea was not ahead of its time....It certainly 
was an alternative. I knew people at Antioch and those involved in 
developing UWW programs, but I had real reservations about those 
programs which provided distance education without students 
experiencing a campus or utilizing campus facilities....[The ABC 
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Program] had greater virtue than many other ideas put forward at 
the time and it was an attempt to bring in an older student body.... 
A great virtue of the [ABC Program] at the time was that it had 
virtually no overhead, except the extraordinary labors of the faculty, 
as a few of them kept reminding me, but which I took with a grain of 
salt....It was something we could do well because of the quality of 
our staff, our library, etc.. ..I felt it broke a little bit with the tradi¬ 
tional, unimaginative approach at [Summit].... 
It was an invigorating time, no doubt about that. From my per¬ 
spective, my faculty felt they had taken on about as much as they 
could handle of innovation. I well remember the session... when the 
[ABC Program] went through, the faculty attitude was ‘as long as it 
was small enough, that’s okay.’ But anything bigger would have 
been rejected. It was true that it was an exciting time. It was an 
exploration. But the faculty attitude was, ‘Okay, not a bad idea.’ So 
long as we didn’t go overboard. Five years earlier or in the late 
eighties, it is not likely that such a program would have been ap¬ 
proved. (Interview 39) 
The president’s characterization of the moment was echoed in an interview 
with a faculty member who served on the original task force: “The environment of 
the discussion was such that I can’t imagine any other period of [Summit’s] his¬ 
tory that we could have, in fact, done it if not in that context of experimentation 
and change” (Interview 12). 
As was noted earlier, the original discussions about the program involved 
three elements: an alternative, innovative academic approach; the possibility of 
reaching a new undergraduate market in the face of changing demographic 
patterns; and the potential for adding a new program which would be an eco- 
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nomic benefit to the college. Different participants in those discussions have 
different memories of which aspect was most prominent, although the case study 
and research interviews confirm that the economic advantages and adult market 
aspects were subordinated to claims of academic benefit in arguments put forward 
to the college faculty. A member of the summer academic task force who became 
the ABC Program’s second director recalled: 
I found that I very quickly bought the concept behind this, the 
notion of adults coming back,.. .but my memory at the time was that 
this was initially proposed as a way of the college dealing with what 
they called the demographics of the future.... 
And it was only in a way secondary that this had some real solid 
educational merit. I mean those of us (faculty) who got on board 
early on were far more convinced of the educational merit than I 
think the administration was and my impression, my vivid impression 
at that time, was that there was a lot of disagreement in the faculty 
itself about whether or not we were buying this program simply as a 
financial sop. 
And, of course, there was disagreement over the educational 
merit of it on its face.. ..Our original conception was: ‘How do we 
devise an educational program that will make it possible for students 
to leave [Summit] with as much knowledge, insight, understanding, 
etc., etc., as our regular undergraduate students without those 
people having gone to classes?’... 
[There was] the need to sell this to the faculty, not on the basis of 
financial extingency, which the faculty regard as an impure motive, 
but to sell it on the basis of educational experimentation, innova¬ 
tion, etc. (Interview 27) 
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The first Director of the ABC Program helped clarify why different motiva¬ 
tions were emphasized by President Boynton as compared with what seemed most 
salient to many faculty. First, he explained that the president was a member of 
many national commissions on higher education and also a wide reader in the 
field. For him, reports of shifting demographic patterns and the aspirations of 
adult students were, therefore, likely to be more compelling than those whose 
frame of reference was local. Moreover, the immediate pool of applicants had 
shown little diminution. Second, the former Director recalled that the college’s 
urban location was experienced by many faculty as a less attractive feature of their 
work environment, one which was best left at the other side of the campus walls. 
But presidents and administrators “had to be people who played both sides of that 
wall.” In the natural course of their work, they came into contact with many 
community representatives who raised questions about the college’s commitment 
to their community. The ABC Program was, therefore, seen by the president as an 
opportunity to reach out to “highly qualified students from the local area who 
would have otherwise qualified for [Summit] admissions, but who because of 
being fully employed, having a family, etc. would not, unless you had a special 
program, be part of our network” (Interview 26). 
The Director of Institutional Planning under President Boynton saw the 
community question in yet another light: in the course of reviewing the graduate 
program’s relative profitability to the college, he noted that its operating expenses 
were not onerous and that most of its faculty were also teaching undergraduates. 
In addition, it helped utilize a “glut” in the humanities faculty. “As we began to 
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think about holding on to [Summit’s] presence in the community (such as that of 
the Graduate Program), we wondered what could we do to expand this. We were 
looking for a market” (Interview 15). 
He admitted that there were questions in his mind as to whether the ABC 
Program would really be serving the community, which had gradually felt its ties to 
the college diminish as the student body had become more regional and even 
national, as opposed to local, in origin. 
The town/gown relationship was not good. This was an element in 
the discussion, but we were worried it wouldn’t be [metropolitan] 
residents per se but mostly suburban women who hadn’t had a 
chance to finish their degrees who would be attracted by this new 
program. We concluded it wouldn’t expand much what we were 
doing for the community, but it would help. (Interview 15) 
Internal Marketing 
A retired Summit college history professor, referred to by many as the em¬ 
bodiment of the College’s “institutional memory,” characterized the variety of 
motives behind the program—demographic, economic, academic innovation, and 
community relations—as “an organic compound, not a mixture that would be easy 
to separate. I think you can say with impunity that most innovations are not mo¬ 
nistic” (Interview 20). This multiplicity of potential purposes for the program 
served to make it attractive to a number of constituents at the outset, although 
adoption of the program proposal took a great deal of political consensus-building 
both behind the scenes and in public meetings (Interviews 26, 39, 45 and Case 
Study). 
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Among the unorthodox events surrounding the deliberations preceding the 
faculty vote on the ABC Program proposal was the assumption of the chairman¬ 
ship of the faculty curriculum committee by the recently-appointed Academic 
Dean, who was ex officio on this important committee which was charged with 
considering and then passing on the recommendation of the summer task force 
on academic programs. Although the task force had considered a number of 
proposals, the recommendation for an alternative approach to the college degree 
was the only one brought forward. The former chairman was a senior faculty 
member, known to oppose the task force’s recommendations, who resigned at the 
opening of the academic year. The president himself convened the first faculty 
meeting and stressed the need for prompt consideration of the proposal, noting 
that without new academic programs to attract additional students, the college 
would have to raise tuition drastically. 
Through the next few months, several respected faculty members on the task 
force and the president’s special assistant, recently a popular member of the 
history department, “thoughtfully and eloquently” defended the proposal to 
students and faculty. Meanwhile the president hosted small faculty groups at his 
home, at which attendance “was strongly urged” and he and the academic dean 
met with all department chairmen to review the implications of the proposal for 
their departments (Case study, p. 14). 
At the October faculty meeting, the president specifically “expressed a par¬ 
ticular concern for greater age heterogeneity in the student body, and for more 
tuition-paying, non-residential students, both of which could be realized through 
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the [ABC Program] proposal” (Case study, p. 15). He then committed himself to 
adopting the proposal at a meeting of the Trustees’ Educational Policy Commit¬ 
tee, at the same time attempting to keep up a bearable amount of influence on the 
faculty: “The task was to keep my heavy foot out, yet keep pushing the program” 
(Case study, p. 16). 
Although the faculty were kept aware of the administration’s position, their 
discussions about the program revolved around concerns about added faculty 
workload and diminished academic standards. There was widespread consensus 
that what Summit did best was undergraduate teaching in the traditional class¬ 
room setting. A joke circulated at the time that if the program was implemented, 
Summit would become like a correspondence school which advertised on the 
inside cover of matchbooks (anecdote told in several faculty interviews). But in 
view of the fact that the most vocal advocates for the program were the members 
of the summer task force, the proposal was presented as a faculty proposal and it 
came before the faculty for a final vote as a recommendation from the faculty 
curriculum committee. At Summit, there was still a dominant culture of collegial- 
ity in place: “overt opposition is simply not part of the [Summit] tradition,” stated 
an older faculty member to the researchers who developed the case study (p. 18). 
The final vote was influenced by a somewhat heavy-handed move on the part 
of the administration at a special faculty meeting called two weeks before the final 
vote. First, the Director of Admissions spoke in favor of the ABC Program from a 
recruitment perspective. Then the President warned that if the college didn’t 
attract more students, there was a possibility of a fifteen per cent cut in faculty. 
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The unwelcome statement was perceived as a threat and aroused resentment, but 
it further served to neutralize any opposition. By the mid-November faculty meet¬ 
ing at which the proposal to recommend to the Trustees the establishment of the 
ABC Program was officially voted on, the final tally was “75 ayes to 22 nays” (Case 
study, part 2, p. 2). 
In an alumni magazine interview with President Boynton a few years after he 
completed a thirteen-year tenure at Summit, he reflected: “One of the things that 
was the greatest fun was the [ABC Program]. That was one where I think the 
faculty very kindly indulged me when we got it started, and it’s proved to be a 
delightful addition to our program.” 
Implementation 
Once the faculty recommended the adoption of the ABC Program proposal, 
approval from the Board of Trustees followed and President Boynton appointed 
his Special Assistant to the position of Director, charging him with implementa¬ 
tion and start-up. Although the Summer Task Force on Academic Programs had 
made other recommendations as well, the ABC Program was the only one that 
moved forward. The first Director mused, “this says something very interesting 
about academic reform. None of these ideas take root until somebody does it and 
[Boynton] asked me to undertake this program.” He describes the next six 
months as: 
a dicey period.. .in which a lot of questions came up! 1-Is this a load 
on top of regular faculty teaching in an era when faculty were not 
paid very well? The program never became a burden in real terms 
because the planning committee anticipated the issue—the study 
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units [see below] were spread out over departments. The novelty of 
teaching atypical students with atypical commitments flattered the 
faculty, who were attracted by the quality of the students. 2-How big 
is this program going to be? Will [Summit] be overwhelmed as a 
college? 3-What should the standards for admissions be? 
(Interview 26) 
The first Director went on to recall how the location of his office helped 
forestall problems, because as Special Assistant to the President he had an office in 
the main administration building. It was, he related, “the perfect vantage point” 
from which to be in touch with the president, the admissions office, and the regis¬ 
trar as the realities of implementation were worked out. The faculty dining room 
provided an opportunity to “hear grumblings and address concerns. We were 
extremely methodical because we knew we were in a fishbowl” (Interview 26). 
The Planning Committee Report does reflect this methodical approach to 
answering the questions that arose as the implementation process was underway. 
In the introduction to the report, the initial proposal is tied to the innovative 
environment of the late sixties and early seventies both nationally and at Summit 
College. There is a reference to the 1971 Board of Trustees’ mandate to establish 
planning for responding to the current “rapidly changing environment” and the 
future that would evolve out of it, as well as the related recommendations of the 
Summer Task Force of that same year to “extend the range of alternative learning 
modes available to students at the college.” In this introduction, the targeted 
students are seen as those whose personal interests and abilities dictate their plan 
to accelerate or extend the length of their degree from three to more than the 
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traditional four years (Planning Committee Report, pp. 1-2). Not yet is there any 
mention of students whose life circumstances limit the amount of time they have 
to devote to college studies. 
Under “Administration and Control,” the Planning Report designated that a 
faculty member, with a 2/3 reduction in load, should direct the program and 
report to the Dean of the Faculty. Twelve additional faculty members, given a 1/3 
load reduction, would comprise the Coordinating Committee. They would be 
recommended by the academic departments and appointed by the Dean of the 
Faculty. In its first year, the Special Assistant to the President, still a member of 
the history department, was appointed by the president to serve as Director. 
Three sub-committees were established: Admissions, Curriculum, and Standards. 
All faculty coordinators served as advisors to ABC students and were charged in 
this capacity with conventional advising functions, record-keeping for their 
advisees, and the function of communicating between the students, the depart¬ 
ments, the Coordinating Committee and the administration. This last role was 
particularly critical in view of the self-paced, independent study nature of the 
program. Since at this stage of initial implementation, the student body was 
projected as a mix of regular undergraduates and non-residential older students, it 
was established that a “few” ABC Coordinating Committee members would be 
exclusively assigned to the adult students (Planning Report, p. 9). 
It established a faculty governance structure that exists without significant 
alteration to this day, although a faculty Executive Committee within the larger 
Coordinating Committee was established once the program was underway and the 
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Coordinating Committee has been expanded as the number of students have 
increased in order to maintain a 1:10 faculty to student advising ratio. 
Educational Approach 
The initial concept behind the ABC Program envisioned examinations that 
would determine mastery at the breadth and depth levels comparable to the 
structure of the non-major and major segments of the regular degree, plus the 
addition of a culminating project. This was the broad proposal approved by the 
faculty. However, in wrestling with how to implement the proposal, the Planning 
Committee investigated other approaches and eventually evolved a series of “study 
units” in place of examinations to achieve the same goals. Since the college cur¬ 
riculum was an “open” one, the only specific requirements at the time came from 
the departments in their definition of the major beyond the general concept that 
the non-major phase of a liberal arts degree should reflect “breadth.” Part of the 
charge to the academic departments was to define requirements for the ABC 
students to satisfy the major, acknowledging that this would not be possible in all 
cases. The Dean of the Faculty took the responsibility of moving this effort for¬ 
ward and related that he learned a great deal about the various disciplines in the 
process. For example, he was persuaded that fine arts and introductory foreign 
languages were not conducive to independent study; he had already assumed that 
to be the case with the laboratory sciences (Interview 45). Rather, “the Commit¬ 
tee considered a wide array of hypothetical modes of organization. The final form 
as it has developed is less ‘free-form’ than that indicated sketchily in the original 
task force proposal” (Planning Committee Report, p. 3). 
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A small delegation from the committee, led by the College’s Academic Dean, 
had made an exploratory visit to several colleges in the west that were experiment¬ 
ing with alternative modes of instruction. They also consulted with the first presi¬ 
dent of a newly-instituted state college unit for non-traditional students who was an 
expert in the field of adult higher education. Ultimately, all existing models were 
rejected and the committee developed its own program based on what it under¬ 
stood to be the demands of Summit College’s “academic rigor, the concern to 
avoid casual erosion of faculty time,” and the goal of helping “students adjust 
progressively to fully independent study” (Planning Report, p. 3). 
What evolved was the study unit, a quasi-tutorial, quasi-independent study 
mode of instruction loosely modeled after the new British Open University system. 
(See examples of study units, Appendix E.) A completely novel, highly ambitious 
requirement was introduced to encourage breadth in the non-major phase of the 
degree. Called “linkages,” it required the student to make connections between 
two study units for at least twelve of the units taken for the degree. This concept 
was presented in detail, but became so difficult to implement that it was progres¬ 
sively redefined and eventually dropped. In addition, the requirements included 
project work in the non-major phase and as an integrating, capstone aspect of the 
major (Interview 45). 
Governance 
The administration of the program was designed around a faculty Director 
and a faculty Coordinating Committee, who would also function as advisors to the 
ABC students. The Coordinating Committee was to be divided into subcommit- 
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tees on admissions, curriculum, and standards. In time, these were reconfigured 
into two: one for admissions and one for curriculum, standards, and requirements. 
A timetable for recruitment, admissions, and initiation was outlined and record¬ 
keeping and grading policy were carefully delineated. 
What is particularly striking about the Planning Committee’s Report is the 
assurance with which this group directed their peers’ involvement in the new 
program: 
All [Summit] faculty must be considered willing and able to assist 
the ABC Program in the following ways: preparation and evaluation 
of study units..., serve as advisors in the Non-Major Phase projects 
and in the Integrative Project, aid in developing requirements and 
materials for the [ABC Program] in their own departments, as serve 
as examiners and advisors within their departments. The Coordina¬ 
tors will seek the advice and aid of other faculty whenever they 
believe it necessary to the general success of the program or the 
progress of an individual student. In general, all must recognize that 
the program will succeed only if the faculty lends its continued and 
enthusiastic support, (p. 11) 
The Report also identified other existing campus resources which would be 
required to support the program, including the library, the nascent computer 
facilities, and regular college courses, although these were generally restricted to 
being audited by ABC students. Consistent with an approach which combined 
boldness with realism, the Committee provided for evaluation: student evaluation 
of study units; the administration of standardized tests such as CLEP examinations 
(never implemented for reasons which will be discussed later), GRE, and Law 
Board Admissions Tests; outside examiners of ABC student projects; and, finally, a 
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faculty committee on program evaluation. The Report freely acknowledges that 
“the present proposal is that of a limited experiment... .We strongly recommend 
that it be given a full and fair trial” (p. 4). 
Admissions 
The first Director recalled that as discussions about admissions progressed, 
the ABC faculty Coordinating Committee “kept the standards high, which meant 
the numbers would be down. That helped a lot.” The feeling of reaching out to 
the community was, for him and for others on the committee, a positive motivator: 
“We had a guilt factor that this wonderful college was quiedy anxious about relat¬ 
ing to the broader community. The ABC Program was a way of taking the heart of 
[Summit]—as long as standards could be kept up—and opening it up to that 
community” (Interview 26). 
Although the initial concept had envisioned traditional, highly motivated 
students from the regular student body as the primary target, this population 
evinced only a minimal interest in the program. Several of those involved in the 
early stages suggested that either students had overstated their interest in educa¬ 
tional innovation or, perhaps more likely, the extensive curricular reforms just 
instituted provided as much innovation as they could handle with the combination 
of an open curriculum, tutorials, and open semesters, among other options. In 
addition, the initial structure of the ABC program as it came to be defined would 
have taken students out of regular classes for the most part and removed them in 
many ways from their usual peer interactions, replacing these with limited, but 
intensive faculty interactions and a great deal of independent work. The lure of 
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participating in an exciting, innovative, but strictly academic venture did not prove 
attractive to traditional students already at Summit or those contemplating attend¬ 
ing (Interviews 26, 30, 32). Inquiries and applications did come in from adults in 
the community. 
There was another factor at work which contributed to the ABC Program 
becoming an adult degree offering. That was the role played by the Director of 
Admissions. There already existed an opportunity for non-matriculated students 
to register for classes at Summit as “special” students. Many of these were individu¬ 
als who had not or could not be admitted to Summit through its regular admis¬ 
sions process, usually because of inferior high school records and standardized test 
score results. The Director of Admissions was concerned that as the ABC Program 
developed alternative admissions standards, which in many cases involved 
downplaying high school grades and test scores in favor of recommendations from 
employers, an in-depth group interview, and the candidate’s presentation of his or 
her motivation, that some of these special students would claim that their year or 
semester out of school qualified them for this alternative evaluation mode. He, 
therefore, argued forcefully for instituting a requirement that applicants to the 
ABC Program had to be at least twenty-three years of age (Interview 30). Although 
the first two ABC Program information brochures still outline application proce¬ 
dures for regular Summit students and other “exceptionally bright student who 
devotes full time to his (sic) studies,” by the time the program was in operation for 
a year, market realities and the strong stand taken by the Director of Admissions 
had, de facto, combined to solidify the adult degree identity. At the time the 
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second faculty review of the ABC Program was undertaken by the Education Policy 
Committee of the Faculty, the recommendation to continue the program included 
the stipulation that a greater number of older non-resident students be recruited; 
younger, residential students were to be “permitted to participate in the program, 
but they will not be encouraged” (Report of the Joint Education Policy committee 
of the Faculty, April 1977, as reported in the Summit student newspaper, April 26, 
1977, p. 2). 
Administration 
Within the first year of the program’s operation, it became clear that any 
faculty director lacked both the expertise and the time to handle the administra¬ 
tive details, particularly those relating to admissions. The first group of admitted 
students had begun their studies in April; in August a half-time assistant to the 
Director of Admissions was hired with specific responsibilities for the ABC Pro¬ 
gram. The job description was vague, but the assistant was charged with working 
with the faculty subcommittees, handling administrative tasks, serving as the liai¬ 
son with the Director of Admissions, and, very shortly, assisting with recruitment. 
The person who was hired had just graduated from Summit and had been 
brought in earlier as an informal consultant. She was an older student who had 
dropped out of a Seven Sisters college after her marriage, raised four children, 
then returned to a private junior college in the area before transferring to Sum¬ 
mit. As a rare non-traditional student at the college, she had impressed the Direc¬ 
tor of Admissions and her professors with her motivation, organization, and dedi¬ 
cation to higher education (Interviews 30, 46). She subsequently became the first 
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non-faculty director of the program in 1978, the position she holds to date, and is, 
to many at Summit, synonymous with the program (47a). She asserts that “right 
from the beginning, I felt that my opinions were valued. I really had a pretty free 
rein to develop admissions procedures....I have been virtually autonomous from 
the beginning” (Interview 57). 
That administrative autonomy was coupled with direction from a small, com¬ 
mitted group of faculty who first designed and then supported the program. From 
its inception, the program was administratively located within the Dean of 
Faculty’s office, reporting to one of two assistant deans. 
Another longtime college administrator described the tension between the 
program’s administrative autonomy and the strong faculty role: 
It has always had autonomy because I think that the faculty in its 
early years saw this as its own program and it was sort of an interest¬ 
ing tension between having a little hothouse program set up sort of 
all to itself, yet on the other hand, offering a degree that was the 
same degree that everybody else was getting. 
The people who set it up wanted to have only the general direc¬ 
tion set by the faculty and then get the faculty to sort of turn over all 
of the other details, messy or not messy, to a small group sort of 
dedicated hard-core people who really wanted to make this program 
go- 
I think the faculty always felt that this is a program over which 
they can exert considerable control. It’s not run by some faceless 
administrators someplace. There is a faculty executive committee 
and what it says, goes. (Interview 47a) 
The faculty member who became the second Director is still teaching at 
Summit. He had been part of the planning committee and was asked by the Dean 
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of the Faculty to become the Director in the fall of 1973. Whereas his predecessor 
had been Special Assistant to the President and taken his lead from the college’s 
chief executive, the second Director had been hand-picked by the Dean of the 
Faculty and looked to him for support and, at times, guidance. This is clear from 
the office memoranda and letters which reflect the strong role that the Dean of 
the Faculty played, particularly throughout the tenure of the second and third 
directors, both of whom were regular college faculty members. 
The challenge of the first few years was to develop guidelines for admissions 
and to enlist the participation of faculty who were critical to the program for 
advising and developing study units. The second Director recalled the early ad¬ 
missions process: 
At that time we were just trying to fly by the seat of our pants. You 
had nothing to model yourself after, no track record. You just go on 
the basis of intuition and hunch. And at that point, we were stress¬ 
ing, and of course, this was in the day and age in the early seventies, 
when everybody was talking about ‘life experience.’ And so we were 
looking far more for that and for maturity, and for a kind of eager¬ 
ness and enthusiasm for learning that we were for solid academic 
credentials, or solid academic tested ability. (Interview 27) 
Sagas 
In recalling the risks taken with students whose academic credentials were 
weak or even non-existent, the second Director cited the stories of two students 
whose names came up again and again in the interviews. One was “Robert 
Franklin,” a local industrial worker who was fifty-four at the time he applied to the 
program. Bom in the south, he had an associate’s degree from Tuskeegee Insti- 
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tute and was admitted to the program with one semester of advanced standing 
credit from his earlier degree. He had put his two daughters through college and 
was eager to attain the kind of college-level learning that he had seen his daugh¬ 
ters acquire. At an early meeting of the first group of ABC students in which many 
expressed frustration with the slow pace of their studies, Franklin—who comes to 
studying after a 9 1/2-hour work day—was quoted as stating that his priority was 
the education itself, more than the degree: “I’ll regret it when I finish!” (ABC 
Newsletter, Dec. 13,1973, p. 3). He took several study units, including one on 
Slavery in the United States, but never graduated because he failed to complete 
enough credits within the required time period. 
The former Director had been his advisor and reported that Franklin ac¬ 
cepted his termination from the program without any problems and believed the 
experience had been valuable for him. 
Today I suspect he would not get in in the first place. But he was an 
example of someone whom we had admitted who just enthused 
everybody around him. We always talked about him as someone who 
just embodies that sense of devotion and enthusiasm we wish our 
regular undergraduate students could have maybe a tenth of. He 
was important for the morale of the program at the beginning. 
(Interview 27) 
The former Director of Admissions commented that Robert Franklin: 
really personified what life experience was supposed to talk about. 
You didn’t worry about college boards with this guy. It was so pa¬ 
tently stupid to talk about college boards with his man, because he 
brought something so important to the educational venture. I think 
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people like that did a great deal to sell faculty on the worthwhileness 
of the program. (Interview 30) 
There is a postscript to the Robert Franklin story: he has just applied for the 
Elderhostel summer session at Summit College, thus validating his identity as a 
committed lifelong learner. 
Another memorable ABC alumnus was mentioned so frequently by faculty 
and staff that his story has taken on mythic proportions and is clearly part of the 
saga of the program (Clark, 1972). The second Director described this student, 
“Stanton Myers,” as a “classic case” of the high risk student, who had dropped out 
of military school, “sort of floated, drifted hither and yon.” (He had a General 
Equivalency Diploma and had served in the Navy and two stints in the U. S. Mer¬ 
chant Marine.) “And there were a lot of people who said, ‘Good God, why are you 
even taking someone like this?’ But he was so outstanding that two faculty mem¬ 
bers in particular who really found their doubts about the program stopped as a 
result of their encounter with him” (Interview 27). 
The stories of Stanton Myers begin with his admissions committee interview. 
Not knowing what to expect, he had prepared a lecture, complete with blackboard 
diagrams, on an aspect of psychology that he had studied on his own. The com¬ 
mittee was so favorably impressed as well as overwhelmed that they never asked 
him their usual questions about past academic work, long-term interests, etc. They 
merely asked him to step outside and unanimously voted to admit him (Conversa¬ 
tion with faculty member who had been on that ABC admissions committee). 
Myers, who was then in his mid-twenties and single, moved to the Summit College 
147 
area and proceeded to complete all the requirements for a psychology degree 
through the independent study units. He also pursued his interest in literature 
and completed work in mathematics through advanced calculus in this manner, 
after having persuaded a skeptical professor of mathematics that this was indeed 
possible. He then decided he wanted to study medicine, so he enrolled in courses 
in the biological sciences, serving as an undergraduate teaching assistant in that 
area as well. 
By the time he graduated, he had been designated a President’s Fellow in 
psychology, based on his being chosen the top student in that field, and a member 
of Phi Beta Kappa. He went on to Harvard Medical School and was recently 
written up in the Wall Street Journal for a clinic he has established to treat a rare 
genetic disease among an isolated population. He returned to Summit for the 
first time since his graduation in 1979 to raise money for this clinic and to discuss 
his experiences as a “country doctor.” In an interview, he confided that in high 
school he had thought of himself as learning disabled because he found it hard to 
learn from traditional lecture-style classes. He credited his problem-solving ap¬ 
proach to learning, fostered by the opportunities for independent work in the 
ABC Program, with his success in medical school and in his profession. 
In the day he spent at Summit, Dr. Myers was kept busy with lectures and 
interviews by the city and college newspapers and well as the devoted attention of 
his former teachers. But it was at the luncheon meeting with the current ABC 
students that he took the time to introduce himself to each one, lingering the 
longest over the wheelchair of an ABC student with cerebral palsy, and to express 
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his identification with their special situation as older students struggling with full 
lives over and above their roles as students. He told them, “fifteen years ago this 
month, I came to [Summit] for the interview and got accepted for reasons that 
weren’t entirely clear....It was the most pleasurable time of my life and opened the 
doors to what has been a challenging occupation ever since” (Observation and 
Interview 85). 
Evolution 
As the admissions committee became more experienced in evaluating candi¬ 
dates, their risk-taking of students with little proven academic track-records was 
routinized into a probationary status. Students accepted under this category were 
directed to courses in basic areas such as writing and assigned an advisor from the 
faculty who also served on the admissions committee. Conversely, arrangements 
were worked out with a few sending community and junior colleges so that their 
high-achieving students could be accepted directly on the basis of grade point 
averages and recommendations without the necessity of an admissions group 
interview. The liberal arts nature of Summit, its traditional curriculum, the deci¬ 
sion against awarding life experience or CLEP credit, and the high cost of atten¬ 
dance worked together to provide a highly motivated, self-selecting applicant pool. 
The admissions committee evolved a set of questions that proved effective in 
determining the fit of applicants to the institution and some expertise in alterna¬ 
tive programs available in the community to pass on to applicants who were not 
deemed acceptable (Interviews 42, 4, 8,11 and written guidelines from the Admis¬ 
sions Committee). 
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In early years of the program, the most innovative academic aspects were 
subject to reexamination as their practical implementation became problematic. 
The most salient example was the “linkages” requirement which initially was given 
no credit because it was conceived as having intrinsic educational merit. Students 
complained about the amount of work involved in writing the linkages papers 
(which connected two study units in different areas), so the credit issue was reex¬ 
amined and each linkage paper was awarded one half the credit of a study unit, 
which was then itself worth three quarters of a traditional course. 
On the faculty side, the concept became more and more difficult to imple¬ 
ment since it required the supervision of each of the faculty who had supervised 
the study units on which the linkage was based. In time, an original study unit 
author might be unavailable when the student was ready to write the linkage 
paper, due to sabbatical leaves or having moved altogether. The requirement was 
revised in 1977 and then ultimately dropped in 1979. A sidelight on the Stanton 
Myers saga is that he successfully petitioned to write a linkage paper after the 
requirement had been dropped (Curriculum, Standards, and Requirement Com¬ 
mittee memorandum). The current Director noted that she regretted the aboli¬ 
tion of the linkages requirement because “philosophically and educationally, it was 
a very good idea and it comes around again today in the new all-college curricu¬ 
lum requirement for an interdisciplinary minor” (Interview 62). Other early 
changes in the program included the opening up of regular classes to ABC stu¬ 
dents and the upgrading of study unit credits to full equivalency with credits 
awarded for regular courses. Both of these changes were motivated by the ongo- 
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ing student evaluations that had been built-in to the design of the program from 
the beginning and the responsiveness of the faculty governing committees (Inter¬ 
view 27 et al). For example, even in the first self-evaluation by the Director in the 
fall of 1974, he reported that the “most surprising finding” from student feedback 
“was their desire to be part of a classroom situation if they could.” He also re¬ 
ported the student observation that the study units were, in practise, more de¬ 
manding than typical classroom work and their belief that the study units should 
receive more credit (Draft of the ABC Evaluation, Nov. 22,1974, pp. 8-10). 
Institutionalization 
Movement Toward the Mainstream 
By the early eighties, the growing student body began to chafe at their mar¬ 
ginal identity within the college. (There were one hundred students in 1981.) 
The current Director noted that “the early students were more willing to be differ¬ 
ent; now adults want to be mainstreamed. They want to be part of the [Summit] 
College larger traditions” (Interview 52). 
One of the obstacles to fuller participation in college life by the ABC students 
was a lack of an on-campus meeting place. The ABC Program office was on a side 
street on the north side of campus, away from the classroom, student center, and 
library area of the main quadrangle. By the second review of the program under¬ 
taken in 1977, “a need clearly identified” was that of an adult student lounge to 
provide a quiet reading area as well as an informal gathering space, which “would 
do much to foster a sense of belonging and community in the adult student” 
(Report of the President’s Special Planning Committee, p. 5). In addition, ABC 
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students were not included in the Summit College yearbook and they had no way 
of receiving the many notices and bulletins routinely stuffed into student mail¬ 
boxes. The obstacle to their receiving fuller services was that ABC students were 
exempt from paying college fees and the college’s chief administrative officer 
continually balked at providing amenities that were financed from student fees. 
In 1984, ABC student tuition was reduced to fifty per cent of the regular 
tuition and pro-rated fees were levied. The ABC students’ increasingly vocal 
demands were now able to be met and a commuter lounge was earmarked in the 
plans for the renovations of the campus student center and an additional bank of 
mailboxes were added to the student mail area in the basement of the student 
center. By this time, about fifty per cent of credits generated by ABC students was 
due to enrollment in regular college courses, so the visibility of these students and, 
by extension, of the ABC Program, grew significantly (Office files). 
Response of Academic Departments 
Two areas of concern surfaced in the 1974 program evaluation and were 
constantly reflected in office correspondence and faculty interviews: the uneven 
response of departments to providing study units and the question of faculty 
compensation for work associated with the program. From the outset, it was 
acknowledged that certain coursework was not amenable to the study unit mode, 
especially: studio art, basic foreign languages, and laboratory sciences (later, 
computer sciences). But some popular departments were unwilling to devote the 
time to developing and supervising study units even though the nature of their 
subject matter in no way precluded this approach. 
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In 1977, the economics department officially withdrew nearly all of their study 
units and made it clear that the only way to complete an economics major was 
through attendance in regular courses. In spite of the support for the ABC pro¬ 
gram by the Dean of the Faculty, there was little that could be done to change this 
situation. Coincidental with this development, and probably not unrelated to it, 
was the decision to allow ABC students to take regular Summit college courses for 
credit. A partial explanation for this impasse was provided by a long-time faculty 
member who noted that under the open curriculum which was in existence from 
1968-1988, the departments became “all-powerful,” since the major requirements 
were the only specific requirements governing students (Interview 21). 
As time went on, the differences between departments became wider in their 
receptivity to the program, the numbers of ABC students pursuing non-major and 
major coursework, and the study units provided. Certain areas such as Religion, 
Philosophy, Psychology, and Women’s Studies particularly welcomed the contribu¬ 
tion of adult students because of the nature of the issues at the heart of their 
disciplines. One faculty member in the religion department alluded to those 
religious traditions which restrict their instruction to mature students in explain¬ 
ing how enriching he and his colleagues found the ABC students (Interviews 27, 3, 
21,9,18,12,12). 
Faculty Compensation 
The issue of faculty compensation was complicated by a vote that was taken in 
the early seventies urging the end to “piecemeal” compensation for faculty service 
to the college. However, the ABC Program soon became an approved exception 
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to that rule. In 1976, one of the first actions taken by the third Director was to 
announce that faculty would be compensated for serving on the ABC Committee, 
which involved taking on extra advisees in addition to participation in the ongoing 
committee governance work; they were also to be compensated for developing a 
study unit and for each unit that is completed by a student. The rationale for 
faculty compensation was tied to the very existence of the program in the first 
Evaluation Report, which identified the “primary difference” between the ABC 
Program and the regular degree as “mode and pace of study.” It then went on to 
state that the college should be able to meet the needs of its older students “with¬ 
out sacrifice of quality and rigor” if the faculty workload and compensation issues 
could be resolved (Evaluation Report, Feb. 1,1975, p. 18). Two and a half years 
later, a report of the President’s Special Planning Committee on the ABC Program 
indicated satisfaction with the system of faculty compensation: “We feel that this 
system has improved faculty response to the program, has addressed the problem 
of uneven work load, and has not been abused” (March, 1977, p. 7). 
Growth and Profitability 
In April of 1975, the faculty Educational Policy Committee recommended the 
continuation of the ABC Program for another two years, to be followed by a sec¬ 
ond evaluation. Several “unanswered questions” were attached to their recom¬ 
mendation for continuation. Among these were two which raised concerns about 
growth and profitability: 
1. Is the group (of potential students) demonstrably large enough 
to warrant the necessary investment of time and effort on the part of 
the College? 
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2. Can a break-even point be determined, where ‘dollars-in’ balance 
or exceed ‘dollars-out’? (Memo, April 25,1975) 
These concerns about growth and financial profitability remained constants 
in spite of the fact that the number of students slowly increased and began to 
demonstrate remarkable academic success, gamering a disproportionate share of 
college honors, while endearing themselves to a wider and wider number of col¬ 
lege faculty. In addition, the contribution of the program to breaking down 
barriers between the college and its surrounding community which had been part 
of the vision of President Boynton and the first Director was recognized by the 
Summit-based director of a community action consortium of neighborhood non¬ 
profit institutions (Office correspondence). 
The 1977 faculty Education Policy Committee’s Report on the probationary 
status of the ABC Program, as was previously cited, recommended the continua¬ 
tion of the program. It also set “expectations” for the program of one hundred to 
two hundred students “in the near future.” By 1978, there were only fifty-three 
students. The first target was not met until 1981 and the second target, that of two 
hundred students, became the nemesis of the program director and her col¬ 
leagues for the duration of the administration of college president Stephen 
Francis, who became Acting President in the late seventies and President a year 
later. 
Under President Boynton, the ABC Program had developed from an ambi¬ 
tious, innovative, but sketchy proposal to a small, yet viable program which had 
successfully passed two faculty evaluation reviews. Toward the end of his tenure, 
Boynton convened a broadly representative committee called the Council on 
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Institutional Priorities. Among the targets and priorities listed for the college, 
there was a separate paragraph affirming the place of the ABC Program: 
The [ABC Program] is an effective vehicle for bringing older, non- 
residential students to [Summit]. This sector of the population is 
growing (as the number of eighteen-year olds begins to shrink). 
[ABC] provides the College with an additional source of students 
and with stronger ties to the greater [Metropolitan] community. 
The Council believes that this program should receive strong sup¬ 
port from the College, (reported in the Summit student newspaper, 
Sept. 19,1978, p. 4) 
Having affirmed its philosophical commitment to the program, the college 
administration turned its attention to strategic plans and hard statistics. Although 
the request for this information officially came from the president, it bore the 
stamp of his chief administrative officer and soon to be successor, Stephen 
Franklin. The report that was prepared by the ABC Director, in conjunction with 
the Assistant Dean of the Faculty for Administration, to whom she reported, re¬ 
vealed frustration with how the program was faring in the college’s budgeting and 
planning process. Target goals for tuition income from the program had been set 
without a realistic understanding of the differences between headcount and full- 
time-equivalents and expenses involved in recruitment, such as the increased cost 
of advertising, had not been accounted for. The problem of accurately measuring 
the parameters of the adult student market in the larger community was posed 
and the administration was challenged to provide more “significant” resources 
(i.e., for recruitment and advertising) so that the program could be more aggres- 
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sively marketed to that population (Memorandum on 1979-80 Objectives and 
Strategic Plans-ABC Program, Oct. 17,1979). 
In January of 1982, the Director, the Assistant Dean of the Faculty, and the 
Coordinating Committee presented a report entitled “ABC-200: A Recommenda¬ 
tion to Double the Size of the ABC Program by September, 1984.” This report 
reflected the ongoing consideration of the issues raised in the fall, 1979, report to 
Vice President Francis and President Boynton. In the memorandum of transmit¬ 
tal, the thrust of the report was clearly stated: “Our intent herein was to explore 
the feasibility of enlarging in a significant way the institutional commitment to 
ABC.” The report, which characterized the college’s treatment of the program to 
date as “benign neglect” (p. 1), boldly asserted a belief in the ability of the pro¬ 
gram to expand without taxing “the College’s physical or human resources appre¬ 
ciably. Furthermore, the financial prospects of an expanded [ABC Program] are 
impressive.” Also stated strongly at the outset of the report was a vote of confi¬ 
dence in the “integrity of the program” and “the liveliness and diversity which 
adult learners have brought into the [Summit] community” (p.2). 
A timetable for increased enrollment was projected, followed by a list of 
recommendations relative to the administrative structure which would be neces¬ 
sary to support this expansion. These included: 
1. The Director’s responsibilities should be entirely focused on the 
ABC Program (previous directors had been faculty members who 
retained some teaching commitments). A full-time administrative 
assistant and a full-time secretary were proposed. 
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2. The ABC faculty governing committee was to be restructured and 
their compensation was to be increased. 
3. A larger group of faculty advisors for the anticipated larger num¬ 
ber of ABC students was recommended. A by-product of this expan¬ 
sion would be broader departmental representation and the con¬ 
comitant expansion of familiarity with the program among faculty 
from a wider spectrum of departments and, by extension, increased 
involvement of the faculty with the metropolitan community (as 
represented by ABC students). 
4. The current policy of a one-third tuition reduction was endorsed, 
although a strong suggestion was made that further reduction be 
contemplated to increase the program’s competitiveness. 
5. “Renewed efforts” were advocated to increase the study units 
available. 
6. Faculty compensation for supervising study units should be in¬ 
creased. 
7. The college’s class schedule should be extended to include more 
late afternoon and evening classes. (This is still an issue in 1990.) 
8. Improved financial aid for ABC students was identified as a 
“must.” 
Another group of recommendations were detailed as “other suggested pro¬ 
gram modifications”. These included the following: 
1. ABC students should be provided with campus mailboxes. 
2. Letters of faculty appointment, including those to adjunct and 
visiting faculty, should include “an expectation of future [ABC] 
involvement.” 
External Marketing 
Six months later, the College’s Director of Public Relations was exploring the 
area of recruitment techniques for marketing to non-traditional students in prepa- 
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ration for increased promotion of the ABC Program. The “ABC 200 Report” was 
slowly gaining the attention of the administration, although a letter from the ABC 
student representative on the governing committee to fellow students pointed out 
that they still lacked representation in college student affairs, inclusion in the 
yearbook and on the student newspaper staff, and there was still no ABC lounge 
(letter, July, 1982). 
In May of 1986, a grant proposal for increased financial aid for ABC students 
was submitted to the Metropolitan Foundation for Public Giving under the signa¬ 
ture of President Francis. The request for 150,000 dollars over a three-year period 
was directed at adult students from the Metropolitan area, particularly its inner 
city, and the college committed its fifty thousand dollar allocation of financial aid 
to enhance its minority recruitment for the program. In addition, the college 
pledged an additional sum to upgrade the ABC admissions assistant’s position 
from half-time to full-time and to increasing advertising and promotion on behalf 
of the program. The grant was awarded and the college followed through on its 
commitment to the increased staffing and recruitment resources. A minority 
advisory committee comprised of ABC and regular Summit minority alumni was 
assembled and charged with assisting in recruitment and publicity about the ABC 
Program to the local minority community. 
Up until his retirement in the spring of 1988, President Francis continued to 
remind the ABC Director of the two hundred-student target and to express his 
disappointment to college administrators that this goal had not been realized in 
spite of the additional resources committed to the program (Interviews 47a, 48, 
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49, 34, 40). In his opinion, the large population of the metropolitan area prom¬ 
ised a significant, untapped pool of adults just waiting to be recruited by Summit 
(Interview 40). The existence of many competing adult degree programs, the 
limitations of Summit’s liberal arts curriculum, the lack of tuition subsidies by area 
businesses and industry, the relatively high cost of the Summit program, the 
college’s elitist reputation, its inner city location and lack of parking, and the 
paucity of late afternoon and evening courses—all of which comprised serious 
constraints in marketing—did not phase him or cause him to reconsider his ex¬ 
pectations of the program’s growth potential (Interviews with the ABC Director 
and “ABC Update” Report to the Dean of the Faculty, June 29,1987). 
Reconceptualization 
President Harding 
Ironically, the program has just about reached the two hundred student 
target in the first year after President Francis’s retirement. The new college presi¬ 
dent, “Elliot Harding,” appeared to be the antithesis of his predecessor. Whereas 
Francis was a Summit alumnus and a long-time member of the Metropolitan 
banking and civic community, Harding was a sixties activist, Ph.D. in philosophy 
and most recently, dean of a respected law school, with four degrees from a top Ivy 
League university. Student and community oriented, informal and outspoken, his 
inauguration promised a renewed sense of academic leadership and moral com¬ 
mitment after a regime which had earned its reputation for a successful capital 
campaign and expansion of the college’s physical plant (News Highlights of Sum¬ 
mit College). 
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“Distributive Justice” 
There is a great deal of speculation about how the new president will view the 
ABC Program. Many believe that it is highly consistent with his emphasis on 
forging closer ties with the community. In an interview conducted at the start of 
his first semester on campus, the Harding spoke with enthusiasm about his posi¬ 
tive experiences with older students in his law school classes and his sense that 
“distributive justice” demanded that colleges like Summit be opened up to those 
who had been previously denied the opportunity to attend due to less privileged 
life situations. He related in glowing terms details about the ABC students he had 
just met at his receptions for the college’s “Presidents’ Fellows,” the outstanding 
students in each department (Interview 41). 
At the special matriculation ceremony for new ABC students, the President 
made a special point of acknowledging the diversity of the group and he invited 
students to sign the College’s new student book with their names in both English 
and the language of their particular ethnic heritage. He warmly shook each 
t 
student’s hand and introduced himself using his first name, while repeating their 
names carefully in turn. What concrete manifestations will come of his interest 
and enthusiasm have yet to be seen (Interview 65). 
Summary 
The ABC Program which appears to have become an integral part of its host 
college came to life as an innovative experiment in an era characterized by change 
and experimentation. Its midwife was a young, dynamic president with a commit¬ 
ment to maintaining the academic excellence of his alma mater while ensuring its 
economic survival in a changing educational environment. The program’s initial 
small size, favorable institutional evaluations, adherence to rigorous admissions 
standards, involvement of highly respected faculty members and administrative 
autonomy allowed it to grow to maturity without significant opposition. Its growth 
and development were nurtured by the successful marriage of a highly effective 
program administrator and a dedicated faculty governing committee who were 
very much in tune with the culture of the host institution so that the latter’s toler¬ 
ance for change and sense of institutional traditions and values were carefully 
respected. 
Although a case history of the ABC Program reveals a lack of strong opposi¬ 
tion, it is fair to say that there have been voices at Summit College who have ex¬ 
pressed skepticism. Initially, the fact that this was a pet project of President 
Boynton muted opposition to the program itself, although several observers of 
that period remember that the grumbling about it was that this was one more 
change the administration was railroading through (Interviews 47, 54). The 
president’s veiled threats that failure to attract new markets to the college could 
endanger faculty positions were certainly in the minds of many faculty at the time 
and served to mute opposition to an innovation that held out the promise of 
providing one source of new students (Case Study). Those who had doubts about 
the program on its academic merits had the option of refraining from participa¬ 
tion, under the assumption that anything so ill-conceived would die out on its own. 
Others could decide not to contribute study units on their own and respond only 
when ABC students approached them to design a unit or assist with an ABC aca- 
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demic project, very much on the individual merits of the case as they would with 
any other student request. Still others who shared skepticism about the program’s 
concept or non-traditional students chose to take a wait and see attitude, often 
becoming proponents once they experienced ABC students in their classes (Inter¬ 
views 15, 49). In retrospect, it is evident that there were no benefits to taking a 
strong stance in opposition to the program and no sanctions for failing to partici¬ 
pate. In addition, the college’s strong value on consensus and colleagiality miti¬ 
gated against sniping at a program which had the support of some of the most 
widely respected faculty. Neither responses from faculty interviews nor the anony¬ 
mous responses on the faculty questionnaires revealed significant opposition to 
the ABC Program (See Appendix D). 
An examination of the history of the ABC Program reveals a set of characteris¬ 
tic motifs since its inception: academic innovation, new markets, connection to 
the community, prudent use of college resources, enhancement of diversity. At 
different times, under different college administrations, some themes have been 
i 
more prominent than others. Yet each represents an aspect of the host college’s 
core values, as reflected in its culture. In the words of the ABC Director, the 
program has become “a tradition within the Summit tradition” (Interview 50). 
That is, the ABC Program has succeeded because from the founding president to 
the current program administrator, positive perceptions have been fostered about 
its compatibility with and profitability for Summit College. 
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CHAPTER V 
COMPATIBILITY, PROFITABILITY, AND LEADERSHIP 
Introduction 
Commenting on strategic planning in continuing higher education, 
OfFerman (1987) advises that the “organization that grounds its practice in the 
values, mission, and strengths of the parent institution not only will develop con¬ 
gruence of purpose with the institution but will move toward a position of greater 
centrality within it” (p.72). His discussion also recognizes the importance of “real- 
world financial concerns” and acknowledges the contradiction between the need 
to “develop an external orientation that seeks ways to extend service to new groups 
and to utilize new delivery modes. An aspect of this paradoxical situation is the 
need to balance innovation with tradition” (Sparks, 1985, p. 73). The task of the 
leader of the continuing education endeavor thus becomes “to manage paradox” 
(1987, p. 76). 
In developing a retrospective view which could explain the success of the ABC 
Program at Summit College, this perspective proved to be an accurate reflection 
of the critical themes which emerged: the program’s compatibility with the values 
and mission of the host institution, its profitability to the institution, and the 
leadership required to communicate how the program was maintaining the balance 
between innovation and tradition. While these themes were salient throughout 
the history of the program, the program’s evolution was marked by the gradual 
transformation from its origin as an experimental enclave to its current identity as 
“part of the way we do business around here” (Interview 47), with a history of 
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support through three successive presidential administrations and current wide¬ 
spread approval from the college faculty. 
Values and Norms 
The new ABC Program brochure reveals the host institution’s sense of itself 
more succinctly and clearly than any other college document. This brochure 
proudly attests to Summit College’s identity as a traditional, rigorous liberal arts 
college whose faculty is dedicated to their teaching role. All the photographs of 
the campus portray green lawns and Gothic architectural elements beautifully lit 
by dappled sunshine or soft evening lights from within the buildings, creating a 
sense of serenity and intimacy. There are no views of the newer science buildings 
with their cold modem facades and there is absolutely nothing in the entire bro¬ 
chure either in pictures or in prose that locates the campus on the edge of a run¬ 
down inner city neighborhood. 
The college’s provision of traditional academic offerings, alternative modes of 
study and of payment, significant financial aid and personal support are the spe¬ 
cial features of the adult degree program presented in the brochure. From the 
adult student’s point of view, commitment to a rigorous liberal arts education, 
strong personal motivation, intellectual fulfillment and excitement are echoed 
through the personal vignettes of recent ABC Program students. There is a clear 
emphasis on the achievement of ABC Program students, both in their attainment 
of college honors and distinctions and their impressive graduate school and pro¬ 
fessional affiliations. 
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The brochure embodies the host college’s central values and the compatibil¬ 
ity of the ABC Program with those values. Even the slogan chosen to headline the 
inner pages, “[Summit]: A Place Where People and Their Talents Grow,” could 
just as easily have been utilized in any college publication. It does not set the adult 
degree program apart. 
A significant aspect of Summit is left out of this brochure, however, and in 
this respect presents less than a full picture of the its academic programs. Unlike 
other college publications, one would not be made aware of the Summit’s strong 
engineering program or state of the art computer center from the photographs, 
headlines, or personal vignettes. The math center, so significant in the academic 
experience of adult students, is neither depicted nor described. As a recruiting 
tool, therefore, the brochure serves to attract prospective students to the college 
whose academic interests are centered on the humanities and social sciences, thus 
perpetuating the present reality rather than attempting to interest future students 
in other aspects of the college’s program. 
There is a self-confidence about this slick, perhaps a trifle over-designed, ten- 
page brochure which reflects the maturity and firm establishment of the program 
in the college. One feels that the designers believed that the program is so firmly 
entrenched within the college that they were able to provide a bit of self-parody: a 
thirty-something young man decked in cap and gown is featured in mid-air with 
knees bent and arms raised triumphantly a la a popular Toyota automobile adver¬ 
tising campaign. The brochure’s professional design, quality glossy paper, multi¬ 
color photographs and text all evidence an impressive commitment of college 
166 
resources, particularly at a time of financial belt-tightening characterized by a 
college administrator as the “don’t forget to turn out the lights” syndrome (Inter¬ 
view 73). 
Perceptions 
The evolution of the elaborate ABC Program brochure described above from 
a simple double-fold in-house one-color publication reflects the evolution of the 
program from fledgling innovation that functioned as an enclave on the periphery 
of the college to one that has been fully embraced by the college president, most 
administrators and impressive majority of the faculty. Many Summit interviewees 
shared the conclusion that “the [ABC] Program is simply part of the landscape 
around here” (Interview 47). The explanation for this successful integration of an 
innovation can be accounted for by examining perceptions of the program’s 
compatibility with institutional values and norms as well as its relative profitability 
to the college in terms of demographics, financial revenues, reputation, and 
outreach to the community. I have adopted the following definition of institu¬ 
tional values: 
[the] widely held beliefs or sentiments about the importance of 
certain goals activities, relationships, and feelings.... [which] are 
conscious and explicitly articulated.... [or] unconsciously expressed 
as themes...or are symbolic interpretations of reality that give mean¬ 
ing to social actions and establish standards for social behavior. 
(Kuh& Whitt, 1988, p. 23) 
Values are closely tied to norms, which include the established standards of 
behavior identified above. Norms may reflect both explicit and implicit rules for 
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how things should be done. They serve to create the boundaries which help 
define the distinctive nature of an institution (Levine, 1980). 
In the case at hand, critical perceptions about the program’s value to the host 
institution have varied over time and between the two most influential groups on 
campus: college faculty and top administrators. (That is not to say that other 
important constituencies, particularly students, do not hold opinions about the 
program. However, I do not believe that their concerns are framed in terms of the 
relationship between the program and the college on either the basis of core 
values or profitability.) It is my hypothesis that individuals not only form their 
perceptions on the basis of their own observations and judgements, but that these 
perceptions are shaped and influenced by key leaders. The operative mechanism 
stems from the leader’s role in articulating the value of the proposed innovation 
to the institution. This seems to account for the original marketing of the pro¬ 
gram concept by an innovative, entrepreneurial president who identified the ABC 
Program as an important vehicle for attracting new students to a bold new ap¬ 
proach to liberal arts education. 
The role of influencing perceptions about the compatibility and profitability 
of the innovative program then fell to its director, working in tandem with the 
core faculty who share the program’s governance. The reputation for academic 
excellence of ABC Program students in general and of a few superstars whose 
sagas are told and retold was kept at the forefront of the college community’s 
attention. Conversely, the program administrator and core faculty tinkered with 
program features and dealt with faltering students in an atmosphere of low visibil- 
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ity and remarkable autonomy. The symbolic value of having a core of faculty who 
are highly regarded by their peers involved in the program’s governance assured 
the faculty at large and the college’s academic administrators that this self-con¬ 
tained teaching program was in good hands. Similarly, this governance structure 
insulated it from the occasional critical intrusions of the college’s financial and 
executive administration. Over time, the program’s contribution to the quality of 
students, diversity in the classroom, and at least a token gesture of the college’s 
commitment to the community overcame questions of the program’s strictly 
economic profitability. 
Compatibility Factors 
Introduction 
In considering the notion of compatibility between an innovation and its host 
institution, two dimensions appear significant: the compatibility or congruence of 
values and that of the norms of practice and behavior (Levine, 1980). While both 
values and norms characterize the unique culture of a particular institution, it is 
the former which remain at the core of a college and are expressed in official 
statements, administration rhetoric, and publications and experienced through its 
rituals, symbols, heroes, myths, and sagas (Deal & Kennedy, 1983; Clark, 1972). 
At Summit College, the long (over twenty-year) tenure of many mid-level 
administrators and senior faculty serves to perpetuate a strong consensus about 
the values of teaching, of close student-teacher interaction, of the centrality of the 
classroom, of the superiority of a liberal arts and sciences curriculum, of the com¬ 
mitment to the education of very bright students who will go forward to positions 
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of leadership in the larger world. The 1983 Presidential Report captures the sense 
of a college which agrees on its mission and direction but is somewhat hard 
pressed to articulate the specific qualities that make it unique: 
There is broad agreement within our community concerning 
[Summit’s] central purpose and the directions in which the College 
should concentrate its efforts.... 
There is broad agreement on what [Summit] is not, and this 
helps us to define not only what our present commitments are but 
what we can realistically aspire to achieve. First, we are not a re¬ 
search university, but we do believe all members of the faculty 
should undertake serious scholarship. Our commitment to excel¬ 
lent teaching remains steadfast.... 
We are not a vocational institution. Despite strong societal pres¬ 
sures on behalf of job-centered training, our commitment to liberal 
education remains steadfast.... 
No doubt a number of other high quality liberal arts colleges 
would define their objectives in very similar language. This does not 
mean that we have no distinctiveness but rather that our similarities 
with these institutions are more important and more basic than our 
differences from them. 
But [Summit] does have a distinctiveness as well. Like any old 
and well-established college, it enjoys an individuality derived from 
traditions, from the physical character of its campus, and particularly 
from the personal impact of countless faculty members over many 
years. Intangible though it is, this distinctiveness is important since 
it binds the various segments of the institution into an integrated 
and mutually sustaining whole. 
Both the College mission statement and the faculty responses on the mission 
question reflect shared values that places Summit in a particular institutional 
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niche. There are other values which have been espoused by at least three succes¬ 
sive college administrations and are supported by the faculty in theory, but, many 
believe, less so in practice: a commitment to the urban community in which the 
college is located and a desire to create a more diverse student body. The positive 
response of nearly sixty per cent which relates to the College’s responsibility to the 
community reflected in Table 2: Item 1-e is consistent with attitudes expressed in 
interviews, although individual faculty report a belief that their personal commit¬ 
ment is not generally shared by their colleagues. 
Table 2. Questionnaire Responses on the Mission of Summit College 
1. The mission of Summit College is: 
a. to provide a quality liberal arts education 
100% agree + strongly agree 
b. to prepare students for lifelong education 
95.4% agree + strongly agree 
c. to prepare students for life in a democratic society* 
77.9% agree + strongly agree 
d. to provide a liberal arts education within an ethical framework* 
83.5% agree + strongly agree 
e. to improve the larger Metropolitan community in which the 
college is located 
58.3% agree + strongly agree 
16.7% undecided 
f. to add to knowledge through faculty research and publication 
73.3% agree + strongly agree 
g. other 
several respondents wrote in “to prepare students for 
graduate and professional education” 
* These goals were paraphrased directly from the Summit College 
mission statement. 
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The nature of the relationship between the college and the surrounding city 
has undergone a transformation over time. The college catalog chronicles the 
outpouring of financial and physical support which the college received from local 
citizens at its founding in the early nineteenth century and then states: “Such 
strong support from the [Metropolitan] community has continued throughout 
[Summit’s] history.” In the early decades of the twentieth century, the college’s 
student body and reputation declined and it looked to the local community for its 
student base. However, by the end of the Depression, the student body had grown 
to provide enough economic stability that new residence halls, a science building, 
and the impressive chapel were built. At the same time, students were drawn from 
a wider sphere, moving the college onto the national scene, while its local role 
became one of providing cultural resources for that segment of the greater Metro¬ 
politan area who enjoyed foreign films and art, music, and theatrical perfor¬ 
mances not readily available elsewhere. 
Summit faculty and administrators have developed an impressive array of 
internship opportunities in the Metropolitan area which they believe is part of the 
distinct advantage that a Summit education holds over its less urban peers. (Inter¬ 
views 8,15, 19). These include particularly impressive opportunities in the arts, 
health care, financial, and governmental spheres, among others. 
The more pressing question over the last three decades has been what has 
Summit done for Metropolis? This question was framed within a general attack on 
the city’s tax-exempt institutions in the face of widespread urban problems in 
housing, education, and crime. One of Summit’s responses was to join with other 
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health-care and educational institutions in their general vicinity to form an alli¬ 
ance that would examine ways in which they could have a positive impact on the 
surrounding neighborhood. The College also experimented with summer pro¬ 
grams for neighborhood children, tutoring in the local schools, and encourage¬ 
ment of campus organizations to target local organizations as service projects for 
Summit students. While most of these initiatives began in the sixties, many have 
lasted to the present. In more recent years, the problems of homelessness and 
hunger in the city have captured the attention of Summit students (Student news¬ 
papers) . 
During the period of time with which this case is concerned, each of the 
Summit College Presidents were visible in some aspect of the college-community 
relationship. President Boynton was involved with a number of local educational 
consortiums in the sixties that explored novel ways in which inner city schools and 
local colleges could cooperate. Few of these came to fruition, but they were typi¬ 
cal of his concern that Summit become a responsible presence on the local scene 
(Interview 39 and 47). President Francis worked hard to connect the college to 
the Metropolitan business community and succeeded in gaining significant tan¬ 
gible support from them, including an important gift from a major Metropolitan 
foundation which had as one of its objectives, the establishment of scholarships for 
local minority students (Interview 40). In fact, many observers believed that part 
of his support for the ABC Program came from his vision of it both serving the 
needs of his local business associates’ wives and subordinates who wanted to com¬ 
plete unfinished college degrees as well as opening doors in the community 
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through ABC students’ personal contacts. President Harding came to Summit 
with a reputation for social activism and strong commitment to social justice. 
However, he startled some in the college community by suggesting that all Summit 
students should be required to provide service to the community as part of their 
graduation requirements. He has stated that he sees the ABC Program as a tan¬ 
gible symbol of the college’s action in fostering “distributive justice” because its 
students represent a cross-section of the Metropolitan community (Interview 41 
and Student Newspaper). 
The “value” of commitment to the Metropolitan community is an important 
one to faculty who believe the city’s opportunities enhance the drawing power of 
their departments and of successive Summit presidents. On a personal level, 
however, faculty are frustrated by the poor quality of local schools and the deterio¬ 
ration of the neighborhoods that surround the campus. They have joined the 
middle-class flight to suburbia that plagues the inner city and seem to view the city 
as an obstacle that one drives through between home and work at the same time 
they tout its advantages to their students (Interviews 7,25,26). 
The very definition of “community” emerged as broad enough to encompass 
many levels of meaning. For those critical of the college’s commitment to the 
“community,” the immediate urban neighborhood or inner city was meant. Em¬ 
phasizing the advantages of an urban college, some faculty and administrators 
identified the cultural, governmental, medical, and business institutions of the city 
and its environs as the heart of the local “community.” From every segment of the 
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college, there were voices arguing that a primary advantage of the ABC Program is 
its potential for connecting the college more closely to the “local community.” 
The value of “community” appears as a theme through Summit College’s 
recent history without having emerged with a clear definition that can be em¬ 
braced by all segments of the college. Its very ambiguity, however, serves the 
purpose of allowing disparate groups to embrace this value without having to 
disagree over a particular definition. Its meaning appears to be related to more 
recent discussions of “diversity” and “distributive justice” that point to a desire to 
make the college more representative of American society on the one hand and 
more responsive to the problems of its urban hometown on the other. 
What is significant in the context of this case study is that the realization of 
this set of values has great potential for shaping what is unique about Summit 
College and holds promise for tieing the ABC Program closer to the center of the 
host institution’s mission. 
Norms 
The norms of the college have changed over the two decades encompassed by 
this study. Some of the changes were short-lived and reflected the general charac¬ 
ter of the nation, the peer generation, and higher education in the late sixties and 
early seventies. The spirit of innovation which led to an abolition of general 
education, the encouragement of off-campus experiences including a student- 
designed “open semester,” the advent of coeducation, the discarding of in loco 
parentis in college housing, an attempt to abolish fraternities, the recruitment of 
minority faculty and students, and the introduction of the ABC Program with its 
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study unit mode of instruction seemed to set aside most of the college’s traditional 
norms. 
By 1990, the verdict on how things should be done, on what the operative 
norms should be, seems to be moving in more familiar directions. On the aca¬ 
demic side, the College has adopted a new highly defined set of distribution 
requirements, and off-campus endeavors seem divided between internships in 
brokerage houses and, less commonly, work in homeless shelters and soup kitch¬ 
ens. There has been a return to the traditional strong residential student body 
whose social life remains dominated by fraternities. It is composed of a slightly 
more national than merely regional mix of students, but one which is more homo¬ 
geneous socioeconomically than its counterpart of twenty years ago and one which 
is seriously and many argue, belatedly, grappling with the issues of racial, sexual, 
and gender-based discrimination which arose from the presence of racial minori¬ 
ties and women on campus. 
In terms of the ABC Program, the subordination of the study unit indepen¬ 
dent mode of learning to the traditional classroom is the single most significant 
change from its original innovative climate which assumed that adults could nei¬ 
ther attend classes during the day nor would want the traditional classroom-based 
educational experience. Some things have changed very little: the college boasts 
equally of its library and its athletic teams, and while the Admissions Office stresses 
the opportunities available in the surrounding city, students complain that there is 
little to do unless one has a car; parents and alumni worry about urban crime; 
faculty and administration search for ways of regulating student drinking and 
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social behavior; faculty continue to move to the suburbs while expressing concern 
about the administration and students’ lack of commitment to the city, and in¬ 
creased goals of fund-raising are required in spite of steeply-rising tuition. 
Boundaries 
Yet, over time, it appears that the consistent values and fluctuating norms 
have worked together to create boundaries which define the culture of a distinc¬ 
tive institution. First, the boundaries function to exclude some features consid¬ 
ered mainstream at other colleges: there are no professional programs as such 
with the exception of the engineering program; the education department was 
one of the first casualties of the same austerity of the early seventies that estab¬ 
lished the ABC Program as at least a partial attempt to attract new audiences to the 
college. This is an undergraduate, teaching college at heart, in the words of a 
senior faculty member, the college “has been a place of enduring values. A major 
characteristic is that the faculty are fully accessible to students; there has been a 
greater emphasis on teaching than at comparable institutions” (Interview 1). 
In the course of waiting for faculty with whom I had scheduled interviews, I 
had occasion to observe a variety of student-faculty interactions. Typically, stu¬ 
dents seemed to feel comfortable dropping in on their teachers’ offices and en¬ 
gaging them in conversation along the college walk and in the student center. 
Although I have no scientific sample from other comparable institutions, I am 
persuaded by the testimony of faculty who have taught at other colleges that 
Summit is justly proud of its faculty’s reputation for accessibility to students and 
commitment to undergraduate teaching. 
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At Summit, graduate programs have actually been reduced, counter to the 
trend at all of the neighboring public and private institutions in the area. While 
research is increasingly a factor in decisions about appointment and tenure of 
faculty, teaching undergraduate students is still the clear priority of the Summit 
faculty. Although the administration has grown in response to the increasing 
complexity of modem college administration, the current president has chosen to 
move his office to the level of the college walk and recently cut short his greeting 
to a professional conference on the Summit campus because he needed to pre¬ 
pare for the weekly seminar he was about to teach. The phenomenon of a bu¬ 
reaucratic or administration-centered institution has not replaced the collegial 
mode of governance at Summit. In the words of a chief college administrator, 
echoed throughout the interviews with former and current staff and faculty alike, 
“this is a very empowered faculty” (Interview 48). This assertion was corroborated 
by reviewing college documents which reveal a pattern in which the major aca¬ 
demic policy decisions have come from faculty committees and the admission by a 
college administrator that faculty can only be persuaded, never forced, to take 
action. 
Moreover, especially relevant for the study at hand, the original decision that 
the ABC Program would not grant credit for life experience or CLEP examina¬ 
tions has never been questioned; neither has there ever been any attempt to meet 
demands for evening classes or more study units through the employment of 
adjunct faculty, all of which are generally characteristic of adult degree programs 
elsewhere. 
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What the norms include is now quite clear: the centrality of the traditional 
classroom as the locus of academic endeavor and an idealized image of the perfect 
student—serious, highly motivated, industrious, punctual, dependable, and ca¬ 
pable of meeting the faculty’s rigorous standards of excellence. The fact that 
these criteria are disproportionately found in the non-traditional ABC students is 
reflected in their dominance, relative to numbers, of the top college honors. At 
the introduction of the idea of the ABC Program, some faculty joked that the 
program would be advertised on the inside of matchbook covers and attract un¬ 
derachieving bored housewives and underprepared adults with dubious academic 
backgrounds. In contrast, at the 1990 college commencement, the faculty be¬ 
stowed the coveted distinction of valedictorian on an ABC student, voted to grant 
all three of the college-funded graduate fellowships to ABC students, and hon¬ 
ored an ABC alumni with an honorary degree. Although many Summit tradi¬ 
tional students grumble at the phenomenon of ABC students walking off with so 
many of the academic honors, the general tone of the faculty is captured by com¬ 
ments such as: “Good, I relish it! It’s beneficial, really for the traditional students 
to see the [ABC] students because they are such good role models.” ‘We cherish 
these students; they are not getting what they don’t deserve.” Many faculty dismiss 
the resentment as stemming from “a small number of uptight traditional students 
and their friends” (Faculty interviews 22,12, 5). 
Although not every ABC student earns college honors, their academic perfor¬ 
mance is higher than the college average. A member of the ABC governing com¬ 
mittee shared the following anecdote with pride: when charged with selecting a 
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recipient for a college honor, he ran a computer printout of graduating seniors by 
grade point average. Since this prize was limited to traditional students, he had to 
compare names with the ABC student roster in order to eliminate this group. “I 
was amazed at how many names I had to eliminate because they were [ABC] 
students!” (Interview 9). 
Their are a number of factors contributing to the ABC’s students’ academic 
success: First, high risk students are accepted on a probationary basis so that they 
automatically withdraw if they fail to pass their first few courses. Second, a signifi¬ 
cant group of ABC students transfer within a few years of attendance at other 
colleges at which they have achieved high grades. They have, as is the case with 
many transfer students, gotten the “kinks” out of their academic problems and 
learned how to be good students. That experience, coupled with the strong 
motivation which characterizes adult students, often yields academic success. 
Finally, ABC students don’t settle for passing grades. They are often paying high 
costs in dollars, time, and energy to attend college and want to get the most out of 
their experiences. They typically ask to rewrite papers and to do extra reading in a 
twin quest for better grades and for the value of their education. 
Students 
It is worth devoting attention to the way in which faculty characterize ABC 
students in terms of their behavior as students, what they add to the classroom, 
and what the presence of experienced adult students means to their departments. 
Usually implicit in these comments, although at times quite explicitly stated, was a 
less positive view of the traditional students whom they teach: 
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I think all the students here are bright, but (there are many) who 
are not motivated and who put a high emphasis on partying and 
drinking and generally sort of frat behavior...and, as a result, to a 
large extent here it’s not ‘cool’ to talk about your academic work or 
admit that there’s a life of the mind.... 
They learn that what’s important is not what you learn, but that 
you get an ‘A,’ that you give back what the professor wants, that you 
get by with a minimum amount of work, amount of fuss. They are 
perfectly willing to jump through hoops to get an ‘A;’ it’s much 
harder to get them to feel that they want to be intellectually chal¬ 
lenged. (Interview 17) 
Other interviewees observed that the college’s residential life is dominated by 
“preppies” from the middle or lower ranks of their elite private secondary schools; 
they set the tone for academic behavior and social life, while top public school 
students are often better students, this group is less influential. Faculty question¬ 
naires reflected terms such as “cocky” in the anonymous comments about tradi¬ 
tional students, some of whom were described as “treating faculty like their ser¬ 
vants.” It is worth observing that the socioeconomic backgrounds of the majority 
of the ABC students contrast most sharply with the college’s prep school alumni 
population, adding an important element of difference that transcends the usual 
contrasts noted between adult/traditional-age and commuter/residential students. 
(The regular Summit Admissions Office reports the percentage of students com¬ 
ing from private, parochial and public schools. However, the ABC Program does 
not collect this information since most of the high school data are considered 
irrelevant to their students. (Interviews with ABC students confirm that very few 
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attended private preparatory schools as compared with about one third of the 
traditional student body). 
Are the typical traditional students less motivated, more materialistic, more 
grade-obsessed, less socially conscious, and more over-privileged than the students 
of earlier decades as their faculty report, or do they merely suffer in comparison 
with the ABC students and an idealized nostalgia for the past? The answer is 
beyond the scope of this study, but the question remains interesting. 
Although there are distinctions that can be made between how faculty view 
the ABC Program and their attitudes toward the ABC students, the two categories 
blur and merge in most interviews. The program director’s initial judgment that 
the success of the ABC students would eventually sell the program to the faculty 
has been validated over time. Its wisdom is apparent in the comments of long¬ 
time Summit faculty, who either had initial doubts about the program or who had 
negative experiences with the less academically strong original ABC students. In 
contrast, these same faculty members express overwhelmingly positive attitudes 
about current ABC students and the program today. Characteristic of this shift is 
the comment that recent ABC students “are great!” “I’m much more positive 
about the program than in the past” (Interview 4). Another faculty member 
commented unfavorably about the program in its earlier years in which it added 
work to already over-loaded departments and admitted students with a range of 
abilities, but now “the quality of the students is better, particularly now that the 
students take classes.” He spoke glowingly of the accomplishments in his class of 
the ABC student who became college valedictorian, thus echoing the comment of 
182 
a colleague who noted that his earlier doubts about the program had been dis¬ 
pelled by the outstanding accomplishment of ‘just one” ABC student with whom 
he had worked (Interviews 15, 49). Another administrator observed that early 
positive experiences with the non-traditional ABC students “had a demonstration 
impact: the myth of the new student started going around and built up the pro¬ 
gram” (Interview 26). 
Although faculty reacted differently to the phenomenon, many described the 
characteristics of ABC students as initially very insecure, even neurotic about their 
performance—“thinks a ‘B’ is a reason to commit suicide” (Interview 4); “very 
demanding of extra attention, aggressive about seeking help, and obsessed with 
redoing assignments until the results are perfect, [ABC] students are really differ¬ 
ent in the sense of their motivation, their interest, their attempt to get everything 
they can out of an assignment, which you know, runs both ways because it also 
makes them very much more anxious” (Interview 3). The overwhelmingly positive 
consensus grew with descriptions such as “[ABC] students are extremely conscien¬ 
tious; never late with their work. They are very seldom absent. You can really 
depend on them” (Interview 13). They take a “no-nonsense approach to their 
studies and there is a superior quality to their written and oral reports. [ABC] 
students’ input makes classes interesting places to learn; I learn from my [ABC] 
students!” (Interview 19). “In a disproportionate way, [ABC] students have their 
hands up in my classes. They are very active, always on time (Interview 10). They 
are good role models” (Interview 13). “They are more comparable to graduate 
students, which predisposes faculty to be sympathetic. The quality of [ABC] 
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students in the classroom in terms of their maturity, motivation, and persistence is 
refreshing and is valued by the faculty” (Interview 1). “I can’t think of an [ABC] 
student who hasn’t met the criteria of an ideal student” (Interview 46). 
The one area in which ABC students in the past had not performed well was 
in economics classes. Both the Director and a senior faculty member attributed 
the problems to poor math background and the expectation by adults with experi¬ 
ence in the business world that economics classes would be easy for them (Inter¬ 
views 15, 56, 60). However, the stellar performance of the ABC student who 
became valedictorian seemed to have changed that faculty member’s view of the 
program (Interview 15), thus confirming another faculty member’s assertion that 
it only takes one outstanding ABC student to sell the program (Interview 49). The 
College’s establishment of a math center and the requirement that all students 
pass a math proficiency test have also contributed to ameliorating this problem in 
the last few years. 
A long-time member of the ABC Admissions committee noted with amused 
appreciation, “I love [ABC] students because we get all the good students who 
apply” in contrast to traditional students with whom “we accept 450, get 150, then 
scramble for the rest and then we have to figure out what to do with them.” In a 
similar vein, other faculty acknowledged wondering how certain academically poor 
traditional students were ever admitted to a supposedly highly selective college; 
they had concluded that these were the students taken from the traditional admis¬ 
sions’ waiting list (Interviews 7, 3, 2). 
184 
The faculty’s appreciation of the presence of ABC students on campus is 
epitomized when they discuss the impact on their classes. Some of the comments 
quoted above reflect this, as do the following: “I think [ABC] students sitting in 
on ordinary classes helped because they began to impress the faculty of how worth¬ 
while it was. These were talkers, they were strong people, not always academically, 
but these were strong personalities” (Interview 30). “I think [the ABC Program] 
adds a lot, particularly when they are in the classroom with younger kids. From 
talking to faculty, I hear that they set a serious standard, know why they are here, 
ask more questions, make the classes more lively” (Interview 23). 
There is evidence that these positive perceptions are not merely based on the 
propensity of faculty to favor students to whom they might relate better because of 
age or because of empathy for the situation of adults attempting to balance the 
demands of college with other adult roles. In Tables 3 and 4 faculty responses to 
expected and actual student behaviors are recorded, using comparisons for tradi¬ 
tional and ABC students. In Table 4, of the ten highest ranked expectations 
displayed, faculty rate ABC students’ behavior as meeting their expectations be¬ 
tween 78 and 95 per cent for eight out of ten specific items. In contrast, the 
highest rating for traditional students on these same items is 70 per cent, with 
other responses ranging from a low of 15 to a high of 69 per cent. These data 
demonstrate that ABC students not only meet faculty expectations for ideal stu¬ 
dent behavior, but that they do so far more than the traditional student popula¬ 
tion. 
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Table 3. Faculty Questionnaire Responses on Student Characteristics 
Student Groups: Ideal Traditional ABC 
Characteristics: 
(numbers represent combined percentages of agree + strongly agree) 
Attend class regularly 
Are on time for class/lab/studio 
Complete assignments on time 
Are prepared for class discussion 
Participate in class discussion 
Can lead class discussion 
Produce original work 
Take academic risks 
Synthesize experience with issues 
discussed in class 
Work independendy 
Seek out faculty for assistance 
Challenge accepted beliefs and 
opinions 
Can defend unpopular positions 
Dominate class discussion 
Are overly anxious about grades 
Expect leniency with deadlines 
Behave as if faculty are their peers 
Insist upon the validity of their 
experiences 
Uninvolved in extracurricular 
activities 
Expect to meet faculty outside 
regular office hours 
96.6 63.9 95.9 
96.6 70.2 90.7 
96.6 69.9 78.4 
95.4 29.3 78.7 
92.0 34.9 85.3 
62.4 36.6 64.9 
57.1 51.9 50.0 
71.6 43.8 51.4 
79.8 32.5 82.4 
93.0 57.3 90.7 
97.7 69.5 86.5 
87.2 21.0 65.3 
81.2 15.0 54.8 
3.9 16.2 
74.1 23.0 
82.5 20.3 
8.6 44.6 
60.5 39.1 
12.3 44.3 
47.4 46.5 
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Table 4. Ten Highest Ranked Expectations of Summit College Students 
Compared with Characteristics of Traditional and of ABC Students 
Traditional ABC 
Expectation: (numbers represent combined percentages of agree + strongly agree) 
1. 
2. 
3. 
4. 
5. 
6. 
7. 
8. 
9. 
10. 
Seek out faculty for assistance when needed 69.5 86.5 
Attend class regularly* 63.9 95.9 
Are on time for class/lab/studio* 70.2 90.7 
Complete assignments on time* 69.9 78.4 
Are prepared for class discussion 29.3 78.7 
Work independently 57.3 90.7 
Participate in class discussion 34.9 85.3 
Challenge accepted beliefs and opinions 21.0 65.3 
Can defend unpopular positions 15.0 54.8 
Can synthesize their experience with issues 
discussed in class 
32.5 82.4 
* There was no difference in percentage (96.6) of agree + strongly agree 
responses on these items. 
What is particularly interesting about the faculty questionnaire responses 
recorded in Table 5 is that on items generally presented in interview responses as 
negative or unfavorable nontraditional student behavior, these data attribute these 
characteristics to traditional students. The interview respondents’ anecdotes 
frequently shared about ABC student grade anxiety were not reflected in the 
questionnaire responses; on the contrary, the latter characterizes traditional 
students as three times more anxious about grades than ABC students. Similarly, 
the examples of adult students requesting extensions of deadlines because of 
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Table 5. Comparison of Faculty Questionnaire Responses on Negative 
Traditional and ABC Student Behavior 
Traditional ABC 
Student Characteristics: 
(numbers represent combined percentages of agree + strongly agree) 
Dominate class discussion 
Are overly anxious about grades 
Expect leniency with deadlines 
Expect to meet outside of regular office hours 
3.9 
74.1 
82.5 
47.4 
16.2 
23.0 
20.3 
46.5 
family problems such as a sick child or spouse which were mentioned in many 
interviews are not reflected in the data from the questionnaire. Traditional stu¬ 
dents were considered four times more likely “to expect leniency with deadlines” 
as were adult students. It is also worth noting that although one would expect that 
older, non-residential, part-time students might have trouble with meeting faculty 
within specified office hours, there was almost no difference at all in these items 
(47.4% for traditional and 46.5% for ABC students). 
A long-time supporter of the ABC program pointed out that what distin¬ 
guished the ABC students from their traditional peers was not necessarily sheer 
native ability, but instead, their attitudes and effort: “The students in [ABC] are 
by no means the brightest or the best, although we certainly have our share of very 
bright students, but they are so dedicated to accomplishing the goals they have set 
for themselves that it’s refreshing to have students in the classroom that really 
know why they’re there” (Interview 8). 
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This assertion is borne out by the reflections of the ABC student themselves 
whom I interviewed. One ABC graduate who had just been inducted into Phi Beta 
Kappa stated categorically: 
It is the maturity factor with most [ABC] students that makes the 
difference in performance, not native intelligence..SAT’s, 
native capability is NOT the issue. But I work hard, go beyond the 
assignments out of choice, and I work at learning. The results are 
that I do better than most. If they [traditional students] worked as 
hard, the results would be different and I would be just average. 
(Interview 90) 
In defending ABC students’ right to the full spectrum of college honors, a 
full-time adult student in his mid-forties attributed “the high percentage of awards 
and honors that accrue to us” to “hard work;” that same student revealed that he 
customarily read the entire assigned reading list for his classes and several of the 
recommended ones as well and that his wife who possessed Ivy League under¬ 
graduate and graduate degrees acknowledged that she had never been as diligent 
a student (Interview 84). 
ABC Program 
The outstanding achievement of students about whom there was so much 
initial doubt is a frequently noted paradox: “I think the students were ultimately 
the ones who sold it [the ABC Program] because their production became so 
notable and in part because people were so skeptical that individuals taken on a 
basis so untraditional could possibly contribute like they contributed” (Interview 
30). “In terms of students, we have had some spectacular success stories who have 
done enormously well....In retrospect, it looks kind of good because the students 
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do enormously well here academically by and large....I am sure what has sold the 
program or at least rendered the objections to it so meaningless has been the 
performance of the students” (Interview 47a). 
An influential member of the college administration who has retained some 
teaching responsibilities spoke publicly about his own changing reactions to the 
ABC Program. In his remarks, he clearly identifies the congruence of the pro¬ 
gram to Summit College’s values and also alludes to matters of profitability which 
will be addressed below: 
I was at [Summit] when [ABC] was first instituted: I have to 
admit I was skeptical at first. I am now a 110% true believer, like a 
lot of converts, I’m more Catholic than the Pope! 
I would be less than candid if I didn’t acknowledge that the 
decline in eighteen-year-olds was a factor,...but as a teacher, I found 
the presence of non-traditional students in my classes to be one of 
the most stimulating and bracing experiences. 
Next to the decision to become co-ed, I regard [ABC] as the 
second most beneficial factor impacting on the college’s intellectual 
life. (Interview 49b) 
Academic Departments 
The discordant note in the paean to the ABC Program comes from the col¬ 
lege departments, which have historically been viewed as both strong and impor¬ 
tant in establishing norms for faculty and students alike. In the era of the open 
curriculum, the only requirements were those set by the majors. This meant that 
popular departments could fill their own classes at will and that the position of 
department chairman was both influential and highly regarded (Interviews 45, 21, 
19, 29). When a senior college administrator was asked how influence could be 
brought to bear on faculty in terms of cooperating with the ABC Program, the 
response was: “I would intervene with the departments...I would certainly talk to 
the chairman....I would do my best with sweet reason!” (Interview 48). 
It is the departments which initially socialize prospective faculty to the college. 
A college administrator noted that faculty seemed “to hang out with their depart¬ 
ments” (Interview 48). The variation on how and when the departments present 
information about the ABC Program to new members is notable. Some depart¬ 
ments are reluctant to introduce the idea of an obligation that lies outside the 
normal variety of faculty work: “There are so many other things that have to be 
done” (Interview 12). In spite of the similarities between the ABC study units and 
traditional college tutorials, for example, the former are perceived as “awkward for 
a department interviewing prospective faculty” to mention in contrast to the 
tutorials or independent studies 
which have been part of the landscape for so long. But the [ABC] 
Program is different. They’re not familiar with it; it’s not anything 
like what they’ve experienced before and to see it as an obligation is 
very difficult for them to accept....Virtually no one has that sense of 
obligation [to prepare and administer study units]; the younger 
faculty are not even haunted by the responsibility. (Interview 27) 
Faculty Reward System 
The program director and the governing committee have made a conscious 
decision to avoid asking new faculty to act as advisors or prepare study units until 
their second or third year on campus, by which time they have presumably moved 
forward with the research and publication now required for departmental ad- 
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vancement (Interviews 54, 78; meeting notes). This caution in regard to recruit¬ 
ing new faculty underscores a subtle change in the faculty reward system inasmuch 
as service to the ABC Program is now officially listed as an option under “Service” 
on the faculty’s annual appointment and promotion form. However, a senior 
faculty member observed that “while it doesn’t encounter resistance, service to the 
ABC Program is not necessarily picked up by new faculty as part of the college 
culture” (Interview 12). It is now widely recognized that while service to the col¬ 
lege is a regular expectation, service alone does not guarantee promotion and 
tenure. Not even teaching excellence in and of itself or teaching plus service play 
the crucial role in promotion that they once did. This change in the reward 
system has been taking place gradually, but is now widely recognized in both 
official documents such as the Appointment and Promotion publication as well as 
in interviews by college administrators and faculty. Yet it should not be overstated 
as a new phenomenon; it is widely believed that one of the early ABC Program 
administrators who was highly regarded for his classroom teaching and service to 
the college failed to win tenure on the grounds of inadequate research and publi¬ 
cation. 
Although the obligation to contribute to the ABC Program does not appear 
to be compatible with the departmental system or faculty reward system in general, 
the evidence is not totally in the direction of incongruence with these norms. For 
those departments which have no history of graduate programs or have given up 
their graduate programs, there is a special allure to working with experienced 
adult students: “I can remember being excited and hopefully conveying my excite- 
ment to other faculty precisely because, look we are going to get some older, more 
mature people here” (Interview 13). And for a new interdisciplinary department 
such as Women’s Studies, the presence of adults in the classroom is particularly 
appreciated. In addition, a significant number of ABC students have chosen to do 
a minor in this department, which has proven important in its growth (Interview 
18). The mathematics department was able to create a special math learning 
center at least in part because of the clear need to develop alternative modes and 
levels of instruction to the non-traditional students in the ABC Program (Inter¬ 
views 14,16). 
Finally, it is important to acknowledge that faculty are not only motivated by 
extrinsic rewards (See, for example, Finkelstein, 1984). Many of those who have 
freely chosen to work on the ABC governing committee in a variety of capacities 
did so because that was where their friends were, or they were attracted to a com¬ 
mittee with so many highly regarded faculty members—“The [ABC] faculty com¬ 
mittee consisted of the best, most respected people on campus” (Interview 42), or 
they admired the Program Director, or they had enjoyed encounters with ABC 
students, or all of the above. 
If you spend your life figuring out what other people want you to do, 
you’re going to go crazy. It was something I was interested in; I liked 
[Margaret]; I enjoyed the people who were involved with the pro¬ 
gram; I was just intrigued by it...it’s a question of balance....I’m going 
to choose things that give me joy! (Interview 5) 
The questionnaire data provide additional evidence that the ABC students 
comprise an intrinsic reward for faculty by conforming to their expectations for 
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serious, motivated students (Tables 3, 4, 6). Moreover, although the faculty have a 
mixed response to whether the program adds to their work load, they agree or 
strongly agree 78.3 per cent that it is a “reasonable” demand on their time. These 
responses are especially significant when one takes into account that of the eighty- 
seven faculty responding to the questionnaire, only eleven reported having experi¬ 
ence with the ABC program or ABC students. The significance of this discounts 
the hypothesis that support stems from the investment a core group of faculty has 
made in the program. I would suggest that these data provide evidence to the 
contrary that the reputation of the ABC students has spread throughout the fac¬ 
ulty, creating an expectation that these are indeed excellent students who are 
worth faculty energy and time. In addition, 100 per cent of respondents with no 
direct ABC program experience and 90.9 per cent of those with experience agree 
that the program is congruent with the college’s teaching mission (see Table 7), 
although the actual college mission statement continues to refer to students as 
“young men and women.” 
Many faculty stressed the positive feelings they derived from being involved in 
a program which they viewed as being beneficial to the college: “I’m such a sup¬ 
porter of the program. I think it’s now done more for the college than any other 
program that I’ve been involved in!” (Interview 11). “I would love to have a class 
of [ABC] students. I think that would be the best of all possible worlds!” (Inter¬ 
view 17). “All the faculty that I know who have [ABC] students are thankful—the 
quality of students is so high. We cherish these students...They are good company, 
so mature and directed.” (Interview 22). “The quality of [ABC] students—their 
194 
Table 6. Questionnaire Responses on ABC Program Impact on Faculty 
(Numbers reflect combined percentages of agree + strongly agree, unless other¬ 
wise noted.) 
Adds to work load 54.9% 
Provides serious, motivated students 86.9% 
Makes a reasonable demand on my time 78.3% 
Is an unrewarded commitment 17.3% (66.7% disagree or 
Is consistent with normal expectations 
for faculty 67.5% 
strongly disagree) 
Reaffirms my faith in teaching 61.2% 
Table 7. Questionnaire Responses on Faculty Attitude Toward the ABC Program 
(Numbers reflect combined percentages for agree + strongly agree or disagree + 
strongly disagree as noted) 
Experience No Experience 
(n=ll) (n=76) 
It is an essential part of Summit College. 72.7 a-sa 84.7 a-sa 
It is peripheral to Summit College. 70.0 d-sd 77.8 d-sd 
It has no place at Summit College. 
It is congruent with the college mission in 
72.7 d-sd 98.6 d-sd 
regard to: 
teaching 90.9 a-sa 100. a-sa 
research 50.0 d-sd 30. d-sd 
community service 81.8 a-sa 84.7 a-sa 
economic viability. 27.3 a-sa 61.8 a-sa 
(45.5 undecided) 
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maturity, motivation and persistence—is refreshing and valued by faculty (Inter¬ 
view 1). I think the [ABC] Program is the best thing that ever happened to [Sum¬ 
mit] . If I could pay an [ABC] student to sit in on every one of my classes, I would 
do it!” (Interview 2). These positive intrinsic criteria were frequently cited at the 
same time the nominal financial stipend for participating was acknowledged to be 
only “a sweetener” or “a pittance” (Interviews 2, 3, 5,10, 22). There are, it is worth 
noting, three husband and wife faculty couples who serve on the extended govern¬ 
ing committee. The tone of the meetings which this researcher observed was 
relaxed and convivial, although a good deal of work was accomplished. 
Study Units 
Echoing throughout the comments cited above is an appreciation for the 
contribution that ABC students make to Summit College classes. There are two 
aspects of this issue that require further elaboration within the context of compat¬ 
ibility with college values and norms. In the historical profile presented in Chap¬ 
ter IV, the concept of study units as the primary mode of instruction for the early 
period of the ABC Program is explained. The study unit was a response to several 
assumptions and some hard realities: the assumptions were that non-traditional 
students were neither interested in nor available for traditional classes; the reali¬ 
ties were that Summit’s most flexible resources were its teaching faculty and its 
excellent library, while its then physical plant, including residence halls, was 
stretched to maximum capacity. 
Although it was recognized at the outset that study units could not be used to 
teach laboratory-based sciences, studio art courses, or introductory foreign lan- 
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guages, they were developed in a wide variety of the humanities, social sciences, 
and mathematics. The question of how to equate credits for study units as com¬ 
pared with regular courses was eventually resolved in favor of equal credits; an 
attempt to develop interdisciplinary relationships between study units, called 
“linkages,” was dropped for practical considerations although the concept re- 
emerged in a college-wide requirement for inter-disciplinary work in the current 
curriculum. Price differentials between credits through study units and credits for 
classes and other forms of learning are still subject to change. 
From the very outset, several problems from the perspective of both students 
and faculty bedeviled faculty acceptance of the study units: For students, success¬ 
ful completion of study units required a level of self-discipline, appropriately 
assertive interaction with faculty, access to library resources, and a whole gamut of 
finely honed academic skills in research, writing, and studying. In addition, work¬ 
ing on the study units was an isolating experience, with little access to peer sup¬ 
port that could help gauge how much work was sufficient or required. No prece¬ 
dents existed from their previous academic experiences because the study units 
were, after all, sui generis to the ABC Program. Since study units could be started 
outside of the usual semester schedule and the date they were due was subject to 
negotiation, competing personal commitments and lack of clearly defined bound¬ 
aries made it tempting to procrastinate. 
From the faculty point of view, there was also the general problem of lack of 
prior experience with this mode of instruction. The first units varied widely in 
what was expected and how much work was needed for completion. Faculty were 
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not sure of whether it was their obligation to contact a student with whom they 
were working on a study unit when work was not completed according to agreed 
upon deadlines, and they were privately annoyed that the small stipends they 
received for writing and administering the units were only awarded if the student 
completed the work. Sometimes a faculty member expended significant work on a 
unit, only to find that no students were interested in that topic. Or students might 
request a unit that paralleled a class that the faculty member was teaching and 
duplicate effort would be required to tailor the same material to the study unit 
format. 
The departmental dimension also came into play. If a faculty member went 
on sabbatical or left the college, it was not at all clear whether the department had 
an obligation to pass along that unit to another member, especially when the topic 
might be outside someone else’s purview. Finally, in order to complete a major in 
a department exclusively through study units, it was necessary that a majority of 
faculty members cooperate in providing units from their areas of expertise. This 
doubled the work load for some busy departments; at the same time, there was 
really no mechanism to compel a faculty member to prepare and administer study 
units, especially if he or she was teaching heavily subscribed classes, conducting 
research, and doing other college service. Over time, it became increasingly 
“tough, like pulling teeth, to get faculty to prepare study units” (Interview 49). It 
is partly lack of administrative or departmental compulsion—“there are no sanc¬ 
tions tied to them” was the lament at a recent governing committee meeting. In 
addition, the existence of competing, more valued, demands, has mitigated 
against faculty support for study units. There are sound historical reasons at work 
as well: first, the assumption that adults were not interested in traditional class¬ 
room work is no longer valid, if it were ever true. In addition, the academic Zeit¬ 
geist has changed, both in the nation as a whole and at Summit in particular. 
Innovation for its own sake is no longer valued. With resources once again 
strained, schools are attempting to define their market niche and communicate 
their particular identity. In this context, traditional strengths and values are 
reiterated and a certain late twentieth century back to basics movement is at work, 
albeit one that includes the latest in educational technology. Thus, Summit 
expanded its computer capabilities and science facilities at the same time that a 
highly traditional core curriculum was instituted. In this context, low-tech, innova¬ 
tive study units are incongruent with both the values and the norms. 
The economics department bailed out early in the history of the program, 
refusing to offer any study units or provide the means for ABC students to major 
in economics. They cited their heavy student load in a communication to the ABC 
Director; in interviews, faculty who remembered the department’s decision cited 
the poor performance of older students who mistakenly thought that their life 
experience in the business world would carry them through a major in theoretical 
economics which demanded a high level of proficiency in mathematics (Interviews 
15, 5). As the ABC Program was forced for this and other reasons to move toward 
allowing their students to take combinations of study units and classes and when a 
lively young member of the department joined the ABC advisory committee for 
personal reasons, the situation eased. The young faculty member became an 
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effective liaison between the program and her colleagues. The department unoffi¬ 
cially advised would-be ABC economics majors to take their introductory courses 
at other area colleges if necessary and then found openings in Summit College’s 
own evening graduate courses in economics so that students had options other 
than the regular undergraduate day-time courses. The advent of the mathematics 
learning center helped provide remediation and preparation for adult students 
whose math skills were substandard. And, as was true in so many areas of the 
college, the stellar performance of one ABC student in regular economics classes 
served to displace earlier memories of poorer adult students. 
The recent unilateral announcement by the political science department that 
it was discontinuing its study units suggests that this innovative mode of instruction 
will play a smaller and smaller role in the future of the ABC Program. Currently, 
the primary function of the study units seems to be in allowing the program to 
recruit students on the basis of a flexible program of study. Once enrolled, most 
students prefer, if their schedules at all permit, taking regular classes. In fact, in 
recent years, the push has been to convince faculty to offer late afternoon and 
early evening classes. The popularity among ABC students of summer school 
classes given during these hours has convinced the program director that this is a 
highly desirable alternative for working adults. Another aspect of the study units 
seems to argue in favor of their demise: many of the minority students whom the 
program is so actively recruiting choose to take study units because their heavy 
work schedules do not permit them to attend regular classes. But the isolation 
experienced by choosing this method of instruction, coupled with the expecta- 
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tions of very high previous levels of academic skills, has led to a higher dropout 
rate among this group. 
Diversity 
This phenomenon flies in the face of the potential of the ABC Program to 
contribute to the goal of diversity on the Summit campus which has been strongly 
reiterated by the new president. The ability to add to diversity at Summit is not 
achieved merely by enrolling students from different socioeconomic, racial, and 
ethnic backgrounds. They must spend time on the campus, be visible, and, most 
of all, participate in college classrooms in order to have an impact. This under¬ 
standing underlies the emphasis faculty place on the value of the ABC students in 
their classrooms: “From the faculty perspective, [ABC] students lend perspectives 
and qualities such as reliability, interest, motivation, stimulation to classes. They 
also help to narrow the gap between these ivy walls and the community” (Interview 
46). “We very much like the older students in the class in the sense that the class is 
otherwise one adult and “x” number of adolescents. So that’s really wonderful 
about the program: the [ABC] students do much for the college in enriching the 
intellectual and social environment in that way by making it more of a diverse 
community” (Interview 21). Another respondent expressed frustration with the 
traditional students’ ambivalence about the urban location: “The vast majority of 
students never venture downtown. [Summit College] is so strongly a residential 
place, so cloistered from the urban surroundings” (Interview 25). In view of this, 
she especially valued opportunities for adult students to share their life experi¬ 
ences in the local community with their younger classmates. 
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Core Values 
In concluding this discussion of compatibility, it would seem that the ABC 
Program has become highly congruent with the Summit College cultural values of 
undergraduate teaching in traditional liberal arts disciplines, through a close 
encounter between faculty and bright, capable students—most often, in the class¬ 
room setting. Graduates of the ABC Program go on to graduate and professional 
schools (although less in the scientific and technical areas), the business world, 
and leadership roles in their communities—the gamut of outcomes to which the 
college aspires for its students in general. The question of compatibility with 
norms is more mixed, but with the possible exception of study units, is not totally 
incongruent in any one aspect. In addition, the values of forging connections with 
the local community and increasing the diversity of the campus population are 
very compatible with the demographics of the ABC student population. 
Finally, the importance of honoring student academic achievement as a 
symbol of Summit’s quality of students operates to draw the program closer to the 
core values of the institution, because ABC students earn a disproportionate share 
of highly coveted and very visible academic honors. 
Faculty are clear in their support of ABC students’ access to the full range of 
college honors (Table 8). Very briefly, when the program was first instituted, the 
program was treated like a department for the purpose of some honors, such as 
the recognition of the outstanding rising senior. However, that practice came to 
an end within two to three years. Agreement with that decision is reflected in the 
data showing that 77.8 per cent of faculty with experience and 66.2 per cent of 
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those with no experience in the program disagree that there should be separate 
ABC program honors. Moreover, an average of 75 per cent of all faculty endorse 
the decision of three college presidents that ABC students should be eligible for 
all college honors, in spite of the challenge mounted periodically by traditional 
students (Interviews 39, 40, 41; College newspapers). Before concluding this 
consideration of the college’s values and norms, a vignette from an observation of 
the college Honor’s Day is inteijected to provide another perspective on this topic. 
Table 8. Faculty Questionnaire Response on College Honors for ABC Students 
(Numbers reflect combined percentages of agree + strongly agree or disagree + 
strongly disagree as indicated) 
Experience No Experience 
(n=ll) (n=76) 
With respect to college honors, ABC students should: 
be eligible for any and all honors 72.7 a-sa 77.0 a-sa 
be ineligible for some college honors 80.0 d-sd 70.5 d-sd 
be ineligible for all college honors 
unless enrolled full-time 70.0 d-sd 72.4 d-sd 
have their own separate honors 77.8 d-sd 66.2 d-sd 
Vignette: Honors Day 
The Gothic, stone chapel is a focal point of the entrance to Summit College. 
Inside, the main area is a long nave, with elevated tiers of seats facing one another 
along opposite sides of the length of the nave; the altar/speaker’s area is at the far 
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end, opposite the entrance. Thus, the speakers’ voices were experienced as disem¬ 
bodied, since it was almost impossible to see them, while one had a very clear view 
of the spectators opposite. The spectators were nearly all parents and students. 
The affluent, preppy look dominated and the students were dressed with remark¬ 
able conformity: most males wore khaki pants, Navy blue blazers, and conservative 
ties; light blue or white button down shirts unless they were still in their winter 
uniform of tweed jacket and dark pants. Most women had long, natural hair, and 
wore flowered dresses or classic sweaters or silk blouses with slim skirts—usually 
black; nearly all wore flats instead of heels; understated or no makeup for the most 
part. Very few Black students or parents. The parents were slightly dressier ver¬ 
sion of students, with expensive watches visible on the men and very fine, costly 
handbags and accessories on the women. A few students who were recognized in 
the arts were dressed with more individuality and two of the Black male students 
wore trendier shirts with no jackets. But their attire stood out in contrast to the 
overwhelmingly dominant preppy look. (Remember the J. Crew catalogs I saw 
circulated outside the mailroom in the campus center basement; most of the 
clothes had that look for sure.) 
The president led the procession of robed faculty into the chapel. They were 
seated at the far end, behind the altar. This image lends credence to the sense of 
the faculty as the “sacred” element at Summit. The fact that none of them spoke 
somehow added to the effect that they were there as silent clerics to a religious 
ceremony. The president’s remarks were brief and he identified the essence of 
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the Honors ceremony: “It is a great day for us as teachers because you’ve done 
the kind of work to which we ourselves aspire.” 
The Dean of the Faculty then took over and hers was the only voice through¬ 
out the rest of the ceremony until the close by the college chaplain. This rein¬ 
forced the Honors ceremony as a ritual between faculty and students, with the 
dean presiding as a very solemn high priestess. She began with very brief remarks 
and emphasized that there should be no applause until the end. She set a very 
formal and somber tone. Faculty rose to make the individual presentations, but 
never spoke in tones that were audible to the audience. There were long moments 
of silence during which the student being honored had to emerge from a seat in 
the pews, come forward, and receive the murmured congratulations of the pre¬ 
senting faculty member, shake hands with him/her and the dean (perhaps the 
president, too, but I couldn’t see well enough to determine that), and then return 
to his/her seat. The stone floor made every step echo and several students 
misstepped and then finished their walk looking very sheepish. 
Only when there was a correction to the printed program did the dean ad lib 
or drop an iota of the formality; she also had to deal with the few students who 
were not present who obviously hadn’t let her know about their absence in ad¬ 
vance. She would repeat the student’s name twice, then inquire a bit waspishly if 
the student was present. 
Remarkably, in several categories, no first prizes were awarded. These omis¬ 
sions reinforced the sense that there were absolute, not merely relative, standards 
of excellence at Summit. While student accomplishment was being honored, 
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faculty values held sway. I wondered how those being recognized as second or 
third best felt in the categories for which no one achieved first place. The first 
place awards were still listed in the program, with empty spaces proclaiming that 
this year, no one was quite good enough.... 
At the end of the presentations to the students, two new faculty awards were 
given. Both were ostensibly for “teaching excellence,” but one was given to a 
retiring faculty member and the other to a junior member of the faculty. The 
faculty, followed by the students and guests, immediately broke the “no applause 
until the end” rule for their colleagues. Thus, the dean had to give the long- 
awaited permission for the general applause for the honored students after the 
long two rounds of applause had already echoed for the faculty. It made the 
college hierarchy crystal clear and, from my point of view, appeared insulting to 
the students. 
The program ended with a benediction by the chaplain, thus underscoring 
the sense of it as a religious ceremony. But he proved to be the longest speaker 
and provided some real warmth by a philosophical discussion about honor, which 
he defined as” “Honor is something we notice and enjoy, not something we con¬ 
fer” and then quoted Alice Walker from The Color Purple, making the analogy 
between the beauty of the color purple and the glory of the honors noted that day. 
It was particularly interesting that the only acknowledgment of diversity came from 
the chaplain; the president and dean were so formal, traditional, and austere. 
The faculty filed out to an impressive recessional piece played on the famous 
[Summit] carillon, followed by the students and guests. There was a reception 
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afterward in the new small student center, and people went direcdy there, in 
orderly fashion, without a great deal of mingling and mutual congratulations 
outside the chapel. 
I sat with Margaret and her assistant. Margaret quickly calculated that the 
ABC students are about 20 per cent of this year’s graduating class (I think that 
figure is wrong since there are 23 ABC graduates, but around 400 graduates); ABC 
students won 12.5 per cent of the awards. Also, the junior faculty member hon¬ 
ored for teaching excellence is a member of the ABC Program coordinating 
committee. Three of the ABC students who were honored each won two awards, 
of which most were for writing. The first prize in government was won by the ABC 
student who will graduate as valedictorian and member of Phi Beta Kappa. The 
two studio art awards also went to two ABC students. The three faculty-designated 
fellowships for graduate study are all going to ABC students this year—a clean 
sweep! No parent could have been prouder of her students than Margaret was 
that day. 
Both my immediate reaction to Honors Day and my thoughts later as I re¬ 
flected back were how impersonal, austere, and excessively formal the event had 
been. There was no personal note about the students, nor even special acknowl¬ 
edgment for the few students who won multiple awards, sometimes in disparate 
fields. The sense of rite and ritual and faculty as priesthood was overwhelming, 
with the Dean of the Faculty as high priestess. The grey stone chapel and the 
procession of faculty in a group and individual students up and down the long, 
echoing stone floor all contributed to this strong feeling. The carillon music 
cemented the sense of a religious event and also drowned out any human voices. 
It was almost spooky. The sense of ‘joy” and excitement that faculty repeated in 
discussing the achievement of students was notably absent. Everything was grave, 
grim, and grey—the color and texture of the chapel’s granite blocks set the tone 
that even the pealing carillon could not disperse. 
Profitability Factors 
The concept of profitability, which I define as “benefit” has two dimensions 
for the purposes of this analysis. It is economic benefit, understood positively as 
profit-making and negatively as that which does not utilize other limited resources. 
It is also understood as benefit in an intangible sense: benefit to the institution’s 
reputation and image and benefit to its attainment of institutional mission and 
goals. While it is logically obvious that an innovation which was costly to an institu¬ 
tion and had no demonstrable advantage would be unlikely to gamer support over 
time, proving that something meets the criteria of profitability is not easy. For 
example, the establishment of a college computer center is very expensive. Its 
advantage might be identified as “making the college more attractive and more 
competitive and is, therefore, necessary for institutional survival,” but proving that 
this is a clear cause and effect relationship in isolation from other factors is prob¬ 
lematic. The cost-benefit calculation for most areas of higher education is com¬ 
plex, as those engaged in college administration are well aware (Keller, 1983; 
Zemsky & Massy, 1990). 
What I believe is more significant in assessing profitability is the perception 
that something is beneficial to the institution, on both tangible and intangible 
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grounds. In the discussion that follows, the judgement that the ABC Program 
would be and then was profitable to Summit College evolved from positive percep¬ 
tions of its benefit on a number of scales. 
Relationship with Community 
The potential for the ABC Program to contribute to Summit College’s out¬ 
reach to its local community was recognized by the administrators who were influ¬ 
ential in its inception. Thus, the dimension of connecting with the community 
and, in its present manifestation, contributing to the college’s diversity, is a factor 
which bridges the twin measures of compatibility and profitability. As has already 
been noted, opening up the college to local adult students was highly congruent 
with the value of doing something for the local community, even though this may 
have always been a higher priority for college administrators than for the faculty. 
At the same time, in a very real sense, recognition of the college’s outreach to the 
community was advantageous or profitable to the institution in terms of its desire 
to be viewed as a good neighbor. At a time when formidable competition exists 
for Summit College in attracting high achieving traditional-aged minority students 
and highly qualified minority faculty, local minority non-traditional individuals 
add both to the diversity of the study body and to the presence of minority adult 
role models on campus. As one faculty member noted, traditional-aged outstand¬ 
ing local minority students have many opportunities to attend college away from 
home, but their adult counterparts are a captive audience because work and family 
tie them to the area (Interview 5). 
It is important to examine this issue carefully and to avoid an anachronistic 
analysis. In the early seventies, “diversity” was not a byword on college campuses. 
While some of the college administrators at the time envisioned a benefit to the 
college’s reputation in the local community accruing through the ABC Program, it 
is clear from listening carefully to their conversations that “community” had a 
spectrum of meanings. To the president with close ties to the local business com¬ 
munity, the adult students who came to Summit via the ABC Program opened new 
doors for college fund-raising. This was possible, for example, when a local busi¬ 
ness or industry executive became more aware of Summit because a spouse or 
family member was admitted to the program. 
Like many of the adult degree programs started in the late sixties or early 
seventies, the bright suburban housewife who had interrupted her education for 
marriage and family was a natural market at a time when her childcare duties 
might have lessened and her husband’s income provided the means to resume her 
education. The ABC Program Director exemplified this profile (Interviews 30, 40, 
et al). Middle managers, mostly male, from local business, financial, government, 
and industrial enterprises were another target. Often military service and family 
responsibilities had caused them to forego higher education and their current 
career advancement now demanded academic credentials. From a socioeconomic 
perspective, these early students hardly differed from the traditional student body 
(Cross, 1987). 
Summit had some history with local adults. After World War II, male veterans 
brown-bagged their way through the campus in a study-hard, play-hard mode that 
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was wryly recalled by a few retired Summit administrators (Interviews 39, 45). In 
addition, the graduate program brought a variety of local, usually working, adults 
to graduate courses that were mainly offered in the later afternoon and evening 
hours. Finally, the campus was well-regarded for a variety of cultural offerings that 
were widely advertised to the local community, serving to familiarize many adults 
with the campus and some of its facilities. 
Thus, while some faculty and administrators were trying to develop an origi¬ 
nal, innovative approach to the liberal arts, others had a more pragmatic mind-set: 
As we began to think about holding on to [Summit’s] presence in 
the community, we thought about what we could do to expand it. 
We also had a glut in the humanities faculty—we thought that the 
[ABC] Program and the graduate program could be administered 
together....We were looking for a market. 
Also, the town/gown relationship was not good. This was an 
element in the discussion, but we were worried it wouldn’t be [Met¬ 
ropolitan] residents per se, but mostly suburban women who hadn’t 
had a chance to finish their degrees. We concluded it wouldn’t 
expand much what we were doing for [Metropolis], but it would 
help. (Interview 15) 
New Markets 
The concerns about developing new markets came primarily from the college 
president, who was attuned to national projections that talked about a declining 
demographic pool of traditional college students. Although there was no real 
evidence that this phenomenon was about to occur, the college’s readiness to 
embrace coeducation stemmed from the concern that new measures had to be 
undertaken in order to keep Summit competitive with its traditional applicant 
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pool. Therefore, the first motivation for admitting women was as a means to hold 
on to the males who were Summit’s traditional market; part of the trade off in 
becoming coeducational was that the College maintained its one thousand male 
students, with female students being admitted in addition to that number (Inter¬ 
view 47). 
On the heels of expanding the student body, residential facilities became 
overcrowded. The trick was to find new markets of capable students who could be 
added to the college headcount without straining the physical plant. The presi¬ 
dent who presided over the program’s inception asserted in an interview: “A great 
virtue of the [ABC] Program at the time was that it had virtually no overhead, 
except the extraordinary labors of the faculty!” (Interview 39). Reviewing the 
program’s history, another respondent recalled: 
In the case of adult learners, you didn’t have to be terribly clever to 
realize that so long as you weren’t providing living accommodations 
for people, you could bring them in and so you add a person or two 
to a class. And if, in fact, they decided not to take classes but to take 
study units, probably the economics of that were such that this was 
potentially a real bargain from the point of view of the 
institution....The ability to squeeze a hundred or so more bodies in 
without any appreciable addition to overhead was not lost to people. 
(Interview 47a) 
Against this background, one faculty member who took part in the original 
planning asserted “it was only in a way secondary that this had some real solid 
educational merit” (Interview 27). A current college administrator acknowledged 
the concerns for new markets which existed at the time and shared his evaluation 
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that, “Indeed, it has worked well from day one. I always felt it was a plus for the 
institution and for the budget. It wasn’t a burden at all on the facilities and wasn’t 
too much of a burden on the faculty.” He speculated that had the program grown 
faster, other benefits might have accrued: “We would have received favorable 
national publicity, maybe in the New York Times, which would have helped us with 
foundations and fund-raising. [ABC] is a saleable item; an excellent product” 
(Interview 34). 
Economic Profitability 
Time and time again, the benefits of the ABC Program were defined as “serv¬ 
ing the community,” “enhancing the college’s reputation in the community,” and 
“economic.” None of these, however, could really be proven on a spreadsheet 
under “profits.” The college president who came from a business background was 
known to have more “economic” than academic interests in mind throughout his 
administration. He was, in fact, extremely successful at financial development for 
Summit and he committed resources for advertising and staffing to the ABC 
Program as a means to enhancing the program’s growth because he believed that 
the economics of scale would automatically lead to increased revenues. In his own 
words, the program “is something [Summit] College can provide for the commu¬ 
nity and can do with a net gain” (Interview 40). When his growth targets were not 
met, he complained to all those in his administration and to the Program Direc¬ 
tor, but since the program’s support had never been grounded in its profit-making 
capabilities, even criticism from the president had mostly a nuisance value. He 
himself acknowledged that faculty overwhelmingly supported the program and 
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enjoyed the presence of non-traditional students on campus and that the program 
was useful in providing him entree in the community (Interviews 38, 40, 48, 49). 
In spite of the fact that the ABC Program is frequently lauded for its role in 
helping to connect the college to the community, many feel that there has not 
been sufficient recognition of this contribution either internally or externally. 
Neither the college nor the program have accomplished the miracle of transform¬ 
ing the adjacent urban slums into pleasant living environments, although the 
college has been an active player in a collaborative neighborhood alliance made 
up of other non-profit educational and health-related institutions. Within the 
college, the program’s proponents complain that Summit has failed to “profile 
[ABC] as part of its community endeavors,” noting that “certainly if we’re inter¬ 
ested in having [Summit] perceived differently in the larger community, the 
[ABC] Program is a perfect vehicle for that” (Interviews 3, 9, 34). Another faculty 
fan of the ABC Program expressed the hope that the new president would “see 
this as one tangible tie to the community. Here are two hundred intelligent, 
bright people who go back to the community. It might take a little creative pack¬ 
aging for the President to see the correspondence between the [ABC] Program 
and his goal for linking with the community. He should love it!” (Interview 10). 
This comment is reminiscent of the vision of one of its founders: “It was a way 
of taking the heart of [Summit]—as long as standards could be kept up—and 
opening it up to the broader community” (Interview 26). In fact, there is evidence 
that the new president does “love it,” in view of his recent public statement that: “I 
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have to say that [ABC] has been a terrific experience for us. It is a marvelous 
token for us of our commitment to the community!” 
Part of the reason it is difficult to develop clarity in regard to the real eco¬ 
nomic profitability of the program is that there has been a great deal of “tinkering 
with the pricing of the product” from the outset (Interview 47). Part of the phe¬ 
nomenon of market niche in higher education is the belief that quality and high 
cost are synonymous (Litten, 1980). In the case of the ABC Program, changes in 
pricing occurred when the credit value of study units and classes were equalized 
and when ABC students complained of their lack of access to college facilities. 
Originally, they did not pay college fees because it had been assumed that they 
would not make use of the services and facilities whose costs were covered by 
student fees. Over time, ABC tuition was reduced while fees were added to cover 
the construction of campus mailboxes for ABC students and the ABC lounge in 
the campus center. Stipends are paid to faculty for developing and administering 
(completed) study units, but no charges are levied against the program budget if 
an ABC student takes a regular class. 
The program has its own advertising budget, but mailing and printing are 
done off that budget. There are no direct overhead charges for the office facilities 
and work-study students are regularly assigned to the office. In fact, the office has 
other responsibilities for additional campus programs, so it is even difficult to 
identify direct staffing costs with the cost of running the program because some 
personnel, notably the Director and Secretary, serve multiple programs. Now that 
computer data entry needs in the area of ABC student record-keeping, including 
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academic registration and grade reporting, have grown, there is frustration at the 
college’s lack of willingness to commit a full-time staff position for this purpose. 
Moreover, the need for greater scholarship funds for ABC students has met 
with resistance. Some members of the ABC governing committee argue that these 
needs could be met out of the revenues produced by the program, but the diffi¬ 
culty of identifying real costs and actual profit is an impediment to this solution. 
The ABC Program Director feels trapped between the increased material needs of 
a program which has finally reached long-set numerical goals and has proven itself 
to the faculty through its students’ significant accomplishments, but whose role in 
the College’s economic calculus has never been really clarified. “Am I expected to 
be a profit-maker?” she queried with bewilderment (Interviews 73, 77). “[Marg¬ 
aret] has never really been attentive to economic issues,” observes an administra¬ 
tor. She could have had more economic autonomy if she had been interested in 
that area. The rest of the program is pretty much on her terms” (Interview 47). 
In summary, it is difficult to render a verdict as to the ABC Program’s profit¬ 
ability if one is looking for hard and fast measurements. But there is widespread 
perception of benefit in the areas of connection with the community, contribution 
to diversity on campus, and the enhancement of the college’s market at a mini¬ 
mum cost in limited resources. 
Leadership 
Introduction 
Most of the literature on innovation in higher education stresses the need for 
a climate receptive to innovation and a sense on the part of key players that some- 
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thing needs fixing or that a new available technology will lend a competitive edge 
or save money. Then the process of innovation is detailed, with various stages 
from implementation through termination or diffusion elaborated. These works 
stress the importance of what Levine (1980) termed the compatibility and profit¬ 
ability of the innovation with the host institution and also draw attention to how 
organizations utilize boundaries to maintain their distinct identity in the face of 
alternatives values and norms posed by the introduction of an innovation (See, 
e.g.. Brick 8c McGrath, 1969; Hefferlin, 1969; Rogers 8c Shoemaker, 1971; 
Martorana 8c Kuhns, 1975; Levine, 1980). 
Another body of literature discusses the roles of the policy entrepreneur and/ 
or the manager of change, the latter in the context of managing an organizational 
culture. These authors advocate a complex of skills the change leader must mas¬ 
ter: the need for uncovering and understanding an organization’s underlying 
culture, connecting with critical values, introducing new heroes and symbols, 
invoking of ritual to usher out the old and herald the new, mastering communica¬ 
tion between critical sub-cultures within the organization, and perhaps most 
challenging, the ability to manage paradox (See, e.g., Lindquist, 1978; Deal, 1989; 
Leckie 8c Sallis, 1984; Martorana 8c Kuhns, 1975; Dill, 1982; Peck, 1984; Peters 8c 
Waterman, 1982; Schein, 1987; Chaffee 8c Tierney, 1988). 
In attempting to develop an explanation for the persistence and success of 
the ABC Program at Summit College, these two bodies of literature served as 
constant reference points, although no one author seemed to capture all of the 
elements that could explain the particular case at hand. The nexus began to 
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develop as respondents reminisced again and again about the critical role the 
innovative president and his charismatic assistant played in “idealizing this pro¬ 
gram into reality” (Interview 37) and marketing it to the faculty. Often, respon¬ 
dents would then share observations about the unique management of the pro¬ 
gram that evolved between the faculty governing committee and the program 
director. Authors who focus on the leadership of continuing higher education 
highlight the importance of connecting those usually marginal enterprises to the 
core values of the host institution (White, 1976; Klemp, Huff, & Gentile, 1980; 
Offerman, 1987; Beaudoin, 1990). For example, Beaudoin argues “The effective 
change agent enables the organization to feel the innovation really is, or can be, 
different and, at the same time, lets the organization be convinced that the pro¬ 
posed change is not sufficiently different to be too disruptive of the status quo” 
(1990, p. 4). 
Articulating the connection between an innovative program and the values, 
goals, and mission of the host institution is the first step in the essential internal 
marketing phase. Next comes the ongoing task of persuasion, which involves 
fostering the perception in important others that these positive connections exist. 
In Chaffee and Tierney’s study entitled Collegiate Culture and Leadership Strate¬ 
gies. they caution leaders to attend to this “matter of perception” “because people 
construct their realities...selectively” (1988, p. 182). As has been noted elsewhere 
in this dissertation in the discussion of institutional culture, the very essence is a 
shared set of meanings. 
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Thus, one of the most critical aspects of leadership is the management of 
meaning through its role in shaping perceptions about important aspects of the 
organization. In the case under study, the critical tasks of convincing the faculty 
and administration that the ABC Program was both compatible with and profit¬ 
able for Summit College was successfully accomplished by the successive leader¬ 
ship of the ABC Program, from the top administrators who initially conceived the 
idea to those charged with its implementation and long-term management. 
But that is not the whole story. The medium was as important as the message. 
If the values of collegiality and faculty authority had been breached in the process, 
acceptance of this innovation would never have occurred and the sense of faculty 
ownership that is heard today would not have developed. The marketing of this 
program and management of change had to be compatible with “the way we do 
things around here.” That is most clearly articulated by administrators who look 
back on the push to rapidly expand the ABC Program and admit, in retrospect, 
that they are relieved that the program grew more incrementally: “Perhaps some 
good things come out of slow growth” (Interview 34). “The fact that [student 
successes sold the program] happened in a very controlled way makes it almost 
look like this was all set up by design. Really, I don’t think that it was so much as a 
laying out of a natural tendency on the part of the institution to move just slightly 
ahead of total inertia. And now, in retrospect, it looks kind of good” (Interview 47). 
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Policy Entrepreneur 
The role of policy entrepreneur was played by the president of the college 
whose administration’s early years are remembered for the spirit of innovation, 
exciting new administrators, and skillful leadership in troubled times in terms of 
economics, student unrest, and national turbulence. A case study that was con¬ 
ducted on the faculty vote to approve the ABC Program within a year of the events 
leading up to that vote reveals a strong belief that the program was the president’s 
idea. Thinking back nearly twenty years, respondents identified the origin as “up 
there in the office of the president and the dean” (e.g., Interview 27). 
A study of leadership in non traditional college programs identifies two impor¬ 
tant qualities which respondents attributed to this president again and again: 1. 
the ability to create “a supportive institutional environment within which innova¬ 
tion and change could flourish” and 2. the ability to “strike others as having a 
sense of purpose, a mission to accomplish, a vision of where they are going” 
(Klemp, Huff, Gentile, 1980, pp. 12, 20). Many of those who recalled the early 
years of that administration termed it a period of continual excitement and high 
energy, with a sense that a usually slow-moving institution had suddenly moved 
onto a fast track to the future (Interviews 27, 30, 36). 
When asked what arguments the president and his assistant advanced in favor 
of the program, the interviews revealed clear agreement about what the themes 
were but different recollections of which were most prominent. A faculty historian 
offered the judgment that “I think you can say with impunity that most innovations 
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are not monistic!” (Interview 6). His recollection of the president and the way the 
discussion was framed offers a comprehensive explanation: 
[The president] was a former student of mine at [Summit] and 
also a very old friend. He had a great sense of obligation to the 
community and wanted to make a tangible and specific gesture of 
the college’s responsiveness. In order to sell the idea, he had to talk 
about its economic feasibility. Also, there was a great sense that he 
had to do something innovative, which he did. 
[ABC] was very interesting to the faculty, because working so 
closely with older students was almost like graduate work. I also 
thought it was a very important contribution to the community at 
large and the demographics indicated that older students had to be 
taken into account. 
It really was an organic compound of all three, not a mixture at 
all. It is hard to separate. (Interview 6, emphasis added) 
The complexity involved in marketing the program to the faculty was clearly 
remembered by the president’s assistant: 
The president and I saw the program as an alternative liberal arts 
program with the teacher/student relationship at the center for a 
new kind of student, but it was hard to market at that level. So 
although we felt it in our hearts, there was a kind of disbelief. The 
community was skeptical; they believed that the real motivation was 
new markets—to attract a new kind of student for economic reasons. 
(Interview 26) 
The president delegated the organizational details of the program to this 
deputy, a young faculty member who was widely remembered for his personal 
qualities “physically impressive and attractive; soft-spoken but authoritative. When 
he spoke, people listened” (Interview 30). “He could have become a college 
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president if he wanted to” (Interview 23). This assistant worked closely with the 
appointed faculty committee and used his position between the faculty and the 
president to scan for opposition and complaints and to address them prompdy 
and effectively (Interview 26). The president left the details to the committee, but 
was available for major trouble-shooting and took personal command of the fac¬ 
ulty meeting at which the final vote was taken (Interview 39 and case study). 
Ultimately, they were successful for several reasons: between the vote to 
approve the program and its inceptions, changes were made in significant aspects 
of the program to address major sources of concern by the faculty. Most notably, 
the study unit and linkages system was introduced instead of the breadth and 
depth examinations that had been part of the original proposal. In addition, 
participation in the ABC Program, including the preparation of study units, was 
established on a voluntary basis from the very beginning. That meant that faculty 
who opposed the program could exercise their right to abstain from participating, 
rather that be forced to go on record as opposing a program which the president 
supported. This tactic effectively muted the opposition and has meant that over 
the years, the faculty who are involved with the program in both governance and 
student advisory capacities do so out of enthusiastic choice. 
Role of the Faculty 
Finally, it was a vote of the faculty that called the program into existence and 
periodic positive faculty evaluations that have sustained its evolution. A faculty 
member who served in an administrative capacity at the time still marvelled at how 
skilled the president was at using faculty to make hard decisions that he had initi- 
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ated. “He made a great reputation for this ploy and people came here to find out 
how it had been done!” (Interview 15). Another faculty member asserted: 
Nothing can pass here at [Summit] unless it passes through the 
faculty. That’s just one of those facts of life. And how much of this 
thing was originally presented was just a concession to the fact that 
the faculty had to pass it, how much was really done as a way of 
engaging the faculty, I’m not sure. There was a lot of infighting over 
that question. (Interview 27) 
Once the program was approved and its rough outlines were in place, the 
president’s attention moved on to other pressing matters and the task of recruit¬ 
ing and admitting students began in earnest. The first director recalls, “We were 
extremely methodical because we knew we were in a fishbowl, so we kept the 
standards high, which meant the numbers would be down. That helped a lot” 
(Interview 26). Although no respondent used the term “pilot” to characterize the 
first two years, their descriptions provide a sense of a small, experimental program 
that was implemented with great care, albeit on a shoestring budget. 
In fact, the program was already in a recruitment mode when the governing 
committee realized that no staff had been provided for the administrative work 
associated with the admissions process. A recent Summit graduate, herself a non- 
traditional student who had been consulted about issues of recruitment, was 
tapped for a newly created part-time position as Assistant for Admissions. She 
served as liaison between the Admissions Office and the ABC Program Director 
and governing committee, starting work just a few months into the recruitment 
cycle and before any students were officially admitted. She has been with the 
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program ever since and serves as its full-time Director today, its first and only non¬ 
faculty person in that or any other comparable position at Summit College. The 
then Director of Admissions was technically responsible for the ABC Admissions 
process as well, but over time he relinquished his authority to Margaret, his assis¬ 
tant for ABC Admissions, because he had such regard for her instinct and judg¬ 
ment. He was careful to point out in an interview that he had delegated that role 
to her as an individual, not to her office. Although he had left the college some 
years ago, he still believed that were she to leave the program, the ultimate author¬ 
ity would revert to the regular undergraduate office of admissions. Although his 
assertion could not be verified, its symbolic thrust is significant (Interview 30). 
It is appropriate to detail the ABC admissions process because it reflects a mix 
of conscious decisions to first, create a process that was a genuine alternative to 
the traditional modus operandi that depends on high school rank and standardized 
test scores without being a back door into Summit College for those who would 
not have otherwise qualified (Interview 30). Second, it captured the unique 
qualities of adult students such as motivation and drive; and third, created a pro¬ 
cess that would reflect the shared decision making of the director and the faculty 
so that no recriminations could come from either side if problems arose. Even in 
the face of presidential pressure to increase the size of the program, the admis¬ 
sions process was unchanged and prospective applicants who were perceived as 
not fitting the program or the college were counseled out/rejected. The admis¬ 
sions process, then, is the quintessential representation of how the ABC Program 
has developed a governance mode compatible with the college’s values and faculty 
224 
authority. Yet it has also been shaped by the insights and personality of the cur¬ 
rent director, whose role in admissions has been prominent throughout the his¬ 
tory of the program. 
The admissions process is unique, even in comparison to that at other adult 
degree programs in selective liberal arts colleges. Its rationale is also poorly un¬ 
derstood by people in and out of the institution, but it is fiercely defended by the 
long-standing members of the ABC admissions committee and the Director. The 
fact that the process results in pretty much self-selected students who are commit¬ 
ted to the liberal arts education that Summit offers and the personal sacrifices 
required to acquire that education and who, as noted elsewhere, become high- 
achieving students, in the main serves to insulate the process from serious criti¬ 
cism. The “if it ain’t broke, don’t fix it” wisdom operates in this case (Interviews 
1,4,11,27,42, 37, 48, 46). 
The admissions application requires the usual data and documentation of 
previous education. In addition, a long autobiographical essay is required as are 
several academic and job-related recommendations. Students must first present 
themselves for an informational interview with the Assistant Director of the pro¬ 
gram to make sure that they understand that program and college requirements 
and that their educational goals are compatible with the nature of a liberal arts 
education (i.e., this is meant to exclude students looking for business or “voca¬ 
tional” degrees). These elements have been in place over a long period of time, as 
has the next requirement which raises the most controversy by outsiders and is 
most feared by prospective students: those who are still in contention after the 
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initial steps have been completed must return for an interview with the entire ABC 
Admissions Committee, consisting of faculty and the program director and assis¬ 
tant director. 
Over time, the members of the committee have developed a repertoire of 
questions which reflect their different perspectives on the program and the col¬ 
lege, all of which are designed to elicit the motivation, articulateness, and “fit” of 
the applicant. For students about whom they have doubts, they may adopt what 
they term their “counseling” posture and suggest other educational alternatives. 
Or they may vote to take the student on a probationary basis, a solution to their 
desire to balance risk-taking with protecting the program from the negative fall 
out from students who drop out or don’t succeed. ABC students about to gradu¬ 
ate still remember how intimidated they were by that interview. What the faculty 
members of that committee recall are stories about the students they considered 
“risky” and who then turned out to be academic stars; in contrast to the students 
who now delight them with their self-eonfidence in classes, but who were so timid 
at the interview. One member of the ABC admissions committee described the 
students who were admitted as having a “bi-polar” distribution between risks and 
those whom the committee found to be highly qualified (Interview 3). 
The following anecdote is an example of the latter category: everyone who 
served on the committee that admitted the program’s most famous graduate, 
presented with an honorary degree by Summit College at the 1990 commence¬ 
ment, can recall every detail of his interview which has become part of the saga of 
the program and legend of this remarkable individual (see pp. 150-152): not 
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knowing what to expect, he had prepared a lecture on a technical aspect of psy¬ 
chology which he then proceeded to deliver, complete with diagrams on the 
blackboard. The committee was so impressed that they voted to admit him unani¬ 
mously without ever having asked a single question! (Interviews 83, 87, 88, 8, 22). 
The evolution of the admissions process is representative of the program’s 
governance system in general. While the faculty members of the governing com¬ 
mittee do not rotate through fixed terms of service as is the norm on other Sum¬ 
mit College committees, they are understood to serve in the name of the faculty as 
a whole. This phenomenon in and of itself is worth exploring more fully. On the 
one hand, their more or less permanent tenure and the fact that there is a small 
stipend for service to the ABC Program (since all members of the governing 
committee also serve as advisors to ABC students in addition to their usual advising 
loads) is incongruent with a widespread college norm in regard to service and 
committee work: “No other college committee is like this one!” (Interview 10). 
On the other hand, a representative sample of administrators and faculty on and 
off the committee were very clear that committee members tended to represent a 
cross-section of the most respected senior faculty and impressive newcomers who 
thus served to represent symbolically the best of the faculty as a whole. 
The people who serve on the committee are very responsible, 
highly respected members of the faculty...This happens to be a 
committee that must be fairly highly respected simply because it has 
good faculty on it, not just the dunderheads that are in some mean¬ 
ingless job to keep them out of trouble! (Interview 27) 
The faculty governing committee represent a kind of spirited 
group, not stale like other faculty committees. (Interview 26) 
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Service on the ABC governing committee led to friendships and collaboration 
which cut across departmental boundaries, humanities vs. hard science areas, age, 
gender, rank, and political outlook divisions. If actual norms of typical faculty 
behavior such as the reputed “old boys network” of senior male faculty were thus 
violated, it was in the name of the idealized norm of full collegiality. 
Program Manager 
For administrative purposes, the Director of the ABC Program reports to the 
Dean of the Faculty, thereby institutionalizing the identity of this as a teaching 
program. The actual reporting line has been through one or the other of the two 
assistant deans. But the director writes no annual reports and has few regularly 
scheduled meetings which even pay lip service to the notion that she is being 
supervised. The dean of the faculty has changed her own area meetings so that 
only department chairpersons meet with her on a regular basis; she has more fully 
delegated responsibilities for other academic programs to her assistant deans than 
had her predecessors. 
The very real administrative autonomy that the ABC Program Director enjoys 
is a frequently-noted phenomenon whose implications are debated. Some mem¬ 
bers of the Summit college community interpret it as a mark of the confidence 
that successive college presidents have had in the ABC Program Directors. Others 
suggest, in keeping with some influential literature on academic management 
(March and Olsen, 1976; March, 1982; Weick, 1976), that: 1-most leadership is 
crisis or problem oriented; 2-the autonomy which as developed is a direct out¬ 
come of the efficiency with which the program has been run; and 3-the fact that 
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problems tend to be resolved within its own governance system without coming to 
the attention of senior college administrators (Interviews 32, 47). 
Others are more critical, suggesting that the autonomy is an anomaly which 
simply demonstrates the degree to which the program is incongruent with the rest 
of the college’s structure (Interviews 7,10). Still others argue that it has become 
inefficient because the program’s operations represent decentralization of some 
critical functions such as student record keeping. One administrator stated cat¬ 
egorically that if the program were to become larger, “it would need more con¬ 
trols” (Interview 12); another argued that the college was unlikely to devote more 
resources to the program unless it became “more integrated” into the regular 
administrative structure of the institution (Interview 34). 
While one respondent confided that there is a perception that the ABC 
governance is “perpetuated by a small, self-perpetuating group who protect the 
program from even justified criticism” (Interview 49), a more common view is 
represented by the following excerpt: 
It has always had administrative autonomy because I think that 
the faculty in its early years saw this as its own program and it was 
sort of an interesting tension between having a little hothouse pro¬ 
gram set up sort of all to itself, yet, on the other hand, offering a 
degree that was the same that everybody else was getting. 
The people who set it up wanted to have only the general direc¬ 
tion set by the faculty and then get the faculty to sort of turn over all 
the other details, messy or not messy, to a small group of sort of 
dedicated hard-core people who really wanted to make this program 
go. ...So, the sort of trade-off was, Okay, you can do it but the faculty 
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are going to keep strong control over this to make sure the quality 
control happens. 
[Margaret] has really built this program now and so she, by virtue 
of the expertise she possesses and the sort of aggregated autonomy 
she’s accumulated over the years, you know, is looked to as a person 
of authority, acting more or less like a Dean. (Interview 47) 
The Director herself concluded that “the no-man’s land” status of the pro¬ 
gram was helpful in terms of fostering autonomy, but negative in terms of creating 
a position “within the established circles of power in the college” (Interview 52). 
Commenting on this issue, some faculty attributed the Director’s ambiguous 
position within the college to her being a woman, while others suggest it was 
because she lacked a terminal academic degree; still another argued that she 
pursued administrative autonomy at the expense of personal influence (Interviews 
10, 49, 47). Many observed that the evolution of the governance structure and the 
program’s autonomy were related to the Director’s personal style, which they 
characterized as “highly competent,” “low-key,” “effective,” “student and faculty- 
oriented,” “collegial,” and particularly well-suited to fostering commitment from 
faculty whose efforts are strictly voluntary (Interviews 22, 28,10, 31, 30,12, 4). 
The Director acknowledges the symbiosis that underlies the program’s gover¬ 
nance: “I rely heavily on the faculty who work on the program. They feel that they 
own a part of it. I wouldn’t change that for all the tea in China!” She states with 
assurance that she felt, “Right from the beginning, my opinions were valued” 
(Interview 50). She also “uses” the faculty, with their full knowledge, for external 
and internal public relations and advocacy. (Interview 52). A faculty member who 
has long served on the governing committee describes it as “a kind of squashed 
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hierarchy,” with the Director serving as the coordinator, not the boss (Interview 
10). The Director usually initiates the flow of information and raising of issues 
with the committee; she then relies on the faculty members as a sounding board 
for ideas about problem resolution. It is they who will typically bring a matter to 
the attention of the college administration, rather than the director. 
They, in turn, respect her for her knowledge of the program and of the 
students and rely on her to cite appropriate precedent as to how previous deci¬ 
sions were accomplished. There is consensus that the committee is symbolically 
representative of “the faculty’s control. She doesn’t have a lot of power over the 
faculty, nobody has power over the faculty!” (Interview 10). The power issue does 
not manifest itself as conflict or tension in the usual interactions between the 
governing committee and the director or between individual faculty members on 
the committee and the director. Instead, there are bonds of personal friendships 
and ties that come from having “sustained the joy of dealing with motivated stu¬ 
dents” (Interview 26). 
An example of how this relationship works was evident at the end of the year 
governing committee’s meeting which I observed. The new college president had 
announced that he was setting up a process of evaluating institutional goals in the 
twin context of his new administration and the need for fiscal restraint. The ABC 
Program had finally met its long-stated goal of about two hundred students and 
was looking forward to its twentieth year of operation. A general discussion then 
ensued as to first, the need for a general evaluation of the program and, second, 
how to ensure that it would be a self-evaluation but one that was officially initiated 
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by the president. As strategies unfolded, senior faculty posed the possibility of 
suggesting a plan to the dean of the faculty who would then propose it to the 
president. They spoke about having the ABC evaluation become integrated into 
the president’s master plan for the college, so that the very act of evaluation would 
move the program more closely toward the mainstream of the institution and 
higher up on the top administrator’s agenda. 
The Director contributed little to the discussion which she had initiated, 
although she stated strongly at least twice that the purpose of this endeavor should 
be to have the college clarify is expectation of and commitment to the ABC Pro¬ 
gram. (This would help her advance the case for increased staff and scholarship 
resources and could also lead to a clearer definition of the economics of the 
program’s operation.) Once the strategizing was in full gear, various faculty 
volunteered to take on specific aspects of the plan. No assignments were made; 
the process took place in a spirt of cooperation and high energy. It exemplified 
the observation of three long-time faculty members of the governing committee: 
The growth of the program has come about through collegiality, 
ad hoc basis for decisions, informality, trust—all critical values at 
[Summit] and [Margaret] understands these. She understands that 
the ethos here is that the place works efficiently, but not according 
to a rational plan....She has a pragmatic, flexible approach to prob¬ 
lems and is, more than anyone else, responsible for the program’s 
success. (Interview 12) 
[Margaret’s] characteristics as a director have been just what we 
needed for the nurturing of the [ABC] program. She is a consensus 
builder, yet when she sees something that she really needs and 
thinks is right she will work hard for it and argue for it and go for it. 
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Her interpersonal skills are just right, along with her leadership 
qualities. A different kind of person, one who is more pushy, would 
have alienated the faculty. (Interview 8) 
You know I enjoy so much working with the program and working 
with [Margaret] in shaping ideas for the program, that it’s almost 
like as much as I think a lot of other faculty feel, it’s our program as 
much as it is her program. (Interview 3) 
The judgment of a college administrator that “There’s no doubt that had the 
faculty had less confidence in the Director, the program would have died a quiet 
death” (Interview 47a), seems, therefore, to be fully justified. This same judgment 
is framed in a more colorful response: 
She’s a woman of real moxie, real heart, a well-educated indi¬ 
vidual, maybe not scholarly, but the faculty really believed in 
her....She is a good politician, well-respected as a very good adminis¬ 
trator and because she cares a lot about her students....She embod¬ 
ies the [ABC] Program. 
She has to take a pretty good slice of the sausage of credit for the 
program’s success. She could not have done much more than she 
did. (Interview 30) 
The description of the program director developed above reveals a repertoire 
of skills that come very close to those enumerated in the Study of Leadership in 
Nontraditional College Programs (Medsker, et al, 1975) cited previously. Among 
those which are especially compatible with her style are the following: 
Seizes opportunities: initiates proposals, directives, or meetings 
to get activities underway; moves immediately to take advantage of 
opportunities as they present themselves. 
Develops influence strategies: expresses concern for decision 
making that is both timely and great; pursues a series of secondary 
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influence objectives in order to obtain program support; takes 
others’ concerns into account in order to deal with them effectively. 
Develops internal and external networks: uses personal acquain¬ 
tances as instruments of influence. Builds a sense of group purpose: 
sensitive to the influence of institutional climate on motivation and 
attitude; use group activities to promote team spirit. (Klemp, Huff, & 
Gentile, 1980, pp. 44, 46) 
Not all views of the director were favorable, although few respondents voiced 
direct criticism, there was a subtle suggestion that she lacks “vision” or a zeal for 
marketing and is perhaps too “cautious” in advocating for the program. Some 
described her as “competent” in a less than flattering tone, noting that she was 
“not a ball of fire” (Interviews 1,34, 39, 40). But these very criticisms contain an 
inherent paradox. The boundaries of the Summit College culture are such that 
flamboyant personalities and assertive woman administrators had short-tenure; 
“marketing” was still a term viewed with some suspicion and advertising budgets 
had to be vigorously fought for. Consensus, collegiality, personal integrity, trust, 
slow growth, the authority of precedent, faculty control—these are the values of 
the culture and these are the recognized strengths of the director. 
The paradox inherent in managing a program that requires autonomy to 
allow its innovative features to adjust and develop while its very survival required 
close connections with the core values and traditions of the host institution seems 
to be well understood by the director and her committee. In many respects, the 
skills called for in this context work to place the interests of the program over that 
of the manager, something she appears to understand and accept (Interviews 52- 
77). This ability to manage paradox has been cited as a key to successful modem 
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management in the eyes of several authorities in the field (Peters & Waterman, 
1982; Cameron, 1984). It is inherent in the challenge to those who lead institu¬ 
tions whose distinctive cultures have been shaped by the strength of tradition but 
whose survival depends on a strong measure of adaptation and change. 
In conclusion, this two dimensional understanding of leadership discussed 
above, that of the entrepreneurial leader who markets the innovation and the 
effective manager who guides its development within the host institution, must be 
added to the essential factors of compatibility and profitability in explaining how 
an innovation becomes successfully integrated into the host culture. While none 
of these factors are tangible or objectively measurable, their importance and 
significance emerge from all the case data and are reinforced by the outcomes of 
dramatic events in the program’s history and the stories told by participants. 
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CHAPTER VI 
CONCLUSION 
Final Observations on the Case Study 
General Notes 
The ABC Program was conceived and developed in a very different climate 
within higher education both nationally and at Summit College. The watchword 
then was bold innovation in academics and new markets in terms of students. 
There was a climate of receptivity to change led by a president and his staff for 
whom a limited physical plant and strained budget established boundaries for, 
rather than barriers to significant innovation. They were receptive to external 
demands that Summit find ways to serve the larger Metropolitan community and 
open to a broad range of innovative concepts that may have never received execu¬ 
tive attention in other times. At the same time, the faculty were in the midst of 
adjustment to the presence of women on campus and the significant academic 
changes wrought by the new curriculum and many other new academic opportuni¬ 
ties for students. Politically, they found themselves often on the defensive in the 
face of radical student demands for change, for relevance, for responsiveness to 
the needs of minorities on the one hand and the force of Summit tradition on the 
other, which represented a more traditional, conservative mode, and was re¬ 
flected, for example, in the presence of strong fraternities and an old-boy’s net¬ 
work of alumni and trustees. 
The era of the nineties has begun with both striking similarities and strong 
contrasts to that of the early seventies: ironically, as this is written, the implications 
of American involvement in a distant war again dominate the news, with long- 
range consequences on the domestic scene that are not yet clear. Once more, a 
young, dynamic president is at Summit’s helm who has articulated a vision of 
change and commitment that extends beyond the college gates. If anything, the 
needs of the surrounding city are more complex and urgent than they were two 
decades ago; while the question of what the college’s role can or should be re¬ 
mains unclear. 
On the one hand, the recently revised Summit College curriculum with its 
reinstatement of distribution requirements suggest a return to a more traditional 
notion of higher education. At the same time, the general concern within higher 
education for an enlightened approach to questions of diversity, of preparation 
for the twenty-first century, and for a more equitable college environment are very 
much on the Summit faculty and administration’s agenda. However, the reduced 
role of the federal government in financing higher education, the current eco¬ 
nomic recession which is particularly negatively affecting the northeast and the 
middle class, and vasdy increased costs of operation have come together to create 
a strained fiscal climate every bit as formidable as the economic problems that 
existed twenty years ago. 
Moreover, the long-forecasted demographic decline in both the number of 
well-prepared traditional-aged freshmen and the more recently forecast decrease 
in adult learners seeking liberal arts degrees may be coming together at the same 
time that the repercussions of the negative economic climate hits small private 
colleges full force (Zemsky & Massy, 1990, pp. lb-22). Yet, the demographic 
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evidence points forcefully to the importance of the adult student market: Since 
the fall of 1987, U. S. Department of Education statistics indicate that roughly sixty 
per cent of all American college students were twenty-three years of age or older. 
By 1992, only about twenty per cent of the total American college population will 
be full-time, in residence, and less than twenty-two years of age (The Office of 
Adult Learning Services, The College Board, 1991). 
Observations on the ABC Program at Maturity 
Having made some general observations about the changing climate into 
which ABC Program was first introduced and in which it now must operate, let me 
turn my attention to the program itself. All of my research suggests some impor¬ 
tant positive generalizations in regard to the ABC Program: 
1. As the Director and the governing committee have long believed, the 
academic accomplishments of the ABC students appear to have sold the program 
to the Summit faculty and administration. There does not seem to be any signifi¬ 
cant opposition; on the contrary, support is widespread throughout the institu¬ 
tion. If the ABC Program was to disappear suddenly from the Summit campus, 
the presence of its students would be sorely missed. 
2. ABC Program students are particularly appreciated in the following areas: 
those academic areas in which adult students’ maturity and experience enrich the 
area of study, most notably, Women’s Studies, Philosophy, Religion, some areas of 
Psychology, Sociology, and modem History. They are also prized by faculty who 
do not have the opportunity to teach graduate students. For example, the quality 
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of the faculty-older student relationship which often characterizes graduate pro¬ 
grams typically occurs between faculty and ABC Program students. 
3. ABC Program students provide a model of motivated, serious, conscien¬ 
tious students who inspire their teachers and, in the eyes of the faculty at least, 
provide positive role models for traditional students. 
4. ABC Program students add significant diversity to Summit College class¬ 
rooms at a time when faculty are concerned about the socioeconomic homogene¬ 
ity of the traditional student body. 
5. Most faculty would welcome a growth in the program, provided the cur¬ 
rent admissions standards were maintained. There is agreement among long-time 
observers of the program that the quality of ABC students has improved over time 
and that its admissions process is effective in screening applicants who have the 
potential for success at Summit College. 
There is also general agreement about the aspect of the program which is 
perceived most negatively—there seems to be only limited support for study units, 
from a number of perspectives: 
1. Faculty genuinely believe that students gain less from taking study units 
than they do from taking classes, both in terms of the ongoing impact of faculty 
presentation and the benefits of class discussion. 
2. Faculty bemoan the lack of involvement in classes of students taking study 
units precisely because they value the input of ABC students in their classes so 
highly. 
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3. Faculty and ABC students alike are concerned about the isolation experi¬ 
enced by those who take study units exclusively or primarily. They also agree that 
the open-ended time frame for study units makes it difficult for students to make 
realistic time commitments to their completion. 
4. Faculty resent the amount of time and effort they expend for students who 
do not complete study units, especially in view of the fact that there is no compen¬ 
sation to the faculty in these instances. 
5. The rationale for study units as an innovative approach to education is no 
longer one with very much appeal. 
6. The argument that adult students need study units because they cannot or 
will not take regular classes has proved to be inaccurate. In fact, most adult stu¬ 
dents have testified that they are attracted to Summit College by the reputation of 
its faculty and campus resources. They perceive that regular college classes provide 
maximum exposure to the quality educational experience that Summit represents. 
In addition, given the high cost of the ABC Program, students believe that they 
receive maximum value for their investment from the College’s major “product,” 
that is, regular college classes. 
7. The cost discrepancies between study units and the other non-classroom 
modes of learning such as independent studies, tutorials, and teaching assistant- 
ships are a source of contention among both faculty and ABC students. 
8. Transfer counselors from Summit’s major recruiting base expressed the 
belief that study units are “glorified tutorials” that do not necessarily justify the 
expense of a Summit education. They report a much greater degree of satisfac- 
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tion from their alumni who have gone on to the ABC Program now that classes are 
open to adult students. In fact, they argue that their brightest non-traditional 
students are the ones who most value the opportunity of taking challenging liberal 
arts classes, primarily because of the opportunity for interaction with top faculty, 
use of an outstanding library, and the specialness of the Summit campus. At the 
same time, they report that the possibility of pursuing a degree part-time, having a 
special adult-oriented peer group, the existence of adult-oriented administrative 
and student services, and a payment plan tailored to adult students’ needs are very 
important positive features of ABC Program for these same students. 
9. The fact that study units cannot provide a means to fulfill the range of new 
curriculum requirements or even the gamut of majors which were formerly avail¬ 
able through this vehicle is a fact whose implications need to be squarely faced. 
10. New faculty are oriented to producing the research and publication which 
will gain them tenure; study units have a low priority with this group. In the case of 
established faculty, they are often enthusiastic about advising and teaching ABC 
Program students, but not about preparing study units. Moreover the problem of 
covering study units written by faculty who are unavailable because of sabbatical 
leaves or other moves has never been overcome. There is no indication from my 
research that either the Dean of the Faculty, the program director, or the faculty 
governing committee have any means of convincing reluctant faculty to produce 
more study units. Therefore, I have concluded that the powers of persuasion and 
influence have attained the maximum results in this regard. I do not see the 
situation improving in the future in terms of faculty production of new study units 
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or even their willingness to maintain the existing ones, as the recent action of the 
Political Science department in cancelling their established units attests. 
There are two other major areas which deserve attention because they are 
very much on the public agenda in regard to ABC Program: the honors contro¬ 
versy and the question of the administration of ABC Program. 
The majority of faculty, both in interviews and from questionnaire results, are 
strongly in favor of ABC Program students receiving appropriate college honors. 
Traditional students are probably generally neutral about this, although some are 
quite vocal in opposition. Two issues are played out in regard to honors: First, 
there is a general question about the fairness of an individual ABC student being 
eligible for honors for longer than four years. There does seem to be a legitimate 
question, e.g., as to whether a gifted ABC Program student writer who takes six or 
seven years for his or her degree should be eligible over that period of time for 
college writing awards. Perhaps after four years, some kind of honorable mention 
status would be appropriate in such an instance. 
Second, traditional students are simply not very well informed about the fact 
that some ABC students do take full academic loads and that the usual transfer 
student rules obtain in regard to eligibility for honors. They seem to believe that 
most or all ABC Program students are part-time students who take one or two 
courses a semester and become immediately eligible for honors as soon as they 
finish a single Summit course. While many faculty dismiss their complaints as 
‘jealousy,” the climate between traditional and ABC students could be improved if 
a greater attempt were made to make some basic facts clearer to the former group 
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through the campus newspaper or in classes. Also, faculty need to take seriously 
the frustration ABC students feel at having this issue raised again and again. 
When faculty dismiss it as jealousy or foolishness, they neglect to address the real 
feelings of isolation and defensiveness engendered in the nontraditional popula¬ 
tion by what they perceive as attacks on their legitimacy within the institution. 
A very different issue relates to the administrative autonomy of the ABC 
Program. There are a series of questions that must be addressed regarding the 
staffing needs of a decentralized operation in regard to data entry, registration, 
etc., especially if the program is going to grow in the midst of a generally con¬ 
stricted college fiscal environment and freeze on new staff positions. These ques¬ 
tions exist within a larger context: the lack of clarity about the program’s eco¬ 
nomic basis. The director’s concerns about financial aid, advertising, and staffing 
levels all point to considerable ambiguity about who should control “profits” from 
the program; indeed, about whether the program is profit-making at all. For 
example, the questions about faculty reimbursement for uncompleted study units 
and costs to students for study units vs. other modes of study cannot be dealt with 
in isolation. 
In addition, the adequacy of resources in each of these areas will have a 
significant impact on the ability of the program to grow beyond the previously- 
established goal of two hundred students. It should be noted that while the “ABC 
200” report was widely perceived as establishing a desirable number of ABC stu¬ 
dents, the intent was, in fact, to raise questions about program resources, struc¬ 
ture, and staffing once that goal was met. The actual 1989-90 and 1990-91 finan- 
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rial aid allocation for ABC students exceeded the amount budgeted for both fiscal 
years. It is unlikely that the two hundred student enrollment would have been met 
or can be maintained without an increase in the College’s financial aid commit¬ 
ment to the program. 
There needs to be a significant dialogue and some resolution on this issue 
between the ABC Program coordinating committee, the director, and the senior 
college administration. It would seem advisable that the ABC Program representa¬ 
tives to such a discussion go armed with as much information as possible about the 
program’s financial history and current costs and revenues, understanding that 
such a dialogue may have consequences beyond strictly financial considerations to 
involve questions of the program’s administrative arrangements as well. However, 
my perception is that such a dialogue will occur within the context of strong 
college support for ABC Program as an important, well-established, and well- 
respected teaching program within Summit College. 
Postscript 
The governing committee and director have recently undertaken an ambi¬ 
tious self-study of the entire ABC Program in the full realization that this process 
has the potential to lead to a restructuring of the program in the context of a 
presidential mandate to the college as a whole for evaluation and possible reorga¬ 
nization. Within this process, the issues I have identified in my research are on the 
forefront of the evaluation agenda, with detailed attention being devoted to the 
economics of the program and its operation. However, the most significant “bot¬ 
tom line” to emerge to date is that the ABC Program represents more than a 
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mechanical vehicle for admitting adult, non-residential, students to Summit Col¬ 
lege. Its strength lies in providing a combined, easily-accessed administrative, 
student services, and academic support system that makes possible the flourishing 
of this population within an environment that remains focused on the needs of 
the traditional student. 
Future Directions 
One issue which surfaced repeatedly in discussions about ABC Program was 
how positively the ABC students contributed to diversity at Summit. Sophisticated 
observers noted that diversity must be experienced; it does not exist in a vacuum. 
Therefore, nontraditional and traditional students must interact both in and out 
of classrooms in order that the diversity of experience and background that ABC 
students bring to campus has an impact. My conclusions about this are threefold: 
1. ABC students taking study units do not contribute to diversity; it is their 
presence in the classroom where traditional students most significantly gain from 
the former group’s contributions. 
2. A significant aspect of a Summit education for traditional students comes 
from residential life. Creative ways of involving nontraditional students in residen¬ 
tial life should be explored. Some ideas might include the opportunity for young, 
single ABC students to live in dormitories and for commuter ABC students to be 
connected with particular dormitories for some co-curricular purposes. Perhaps 
they might have a voluntary extended roommate relationship for an occasional 
overnight in inclement weather. 
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3. Traditional Summit students are ambivalent at best and often negative or 
uninformed about their urban environment and extended surroundings. During 
orientations, long weekends, and special occasions, ABC Program students might 
host, perhaps in conjunction with faculty, small groups of other students and show 
them favorite restaurants, shopping, cultural, and historical sites, and other places 
off-the-beaten track. Perhaps a younger student might join an older peer for a 
religious service or event in an ethnic or religious community or simply have an 
opportunity to engage in a family experience, especially if that traditional 
student’s own home is far distant. I believe such opportunities might help bridge 
some gaps that now exist and would enrich both parties. 
4. At the very time that the Summit College administration has been increas¬ 
ing the college’s diversity as a major thrust, the ABC Program is valued by faculty 
for its contribution to campus diversity. Yet, the discussion does not seem to have 
been connected. The ABC Program is no longer valued for its innovative nature; 
it is too well established to be perceived as an innovation and the climate in which 
innovation was valued for its own sake has long since past. The ABC Program is 
currently most valued, as indicated above, for its contribution to providing serious, 
mature, high achieving students to the classroom and for the quality of their 
interaction with the faculty. In the future, I believe the ABC Program has the 
potential to be appreciated for its contribution to diversity at Summit College. 
The internal marketing effort that once was mounted on behalf of innovation and 
student achievement now should be directed toward a heightened awareness of 
the contribution of ABC Program toward diversity at Summit College and toward 
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the college’s connection with the community at large. These recommendations 
would position the program to be perceived as compatible with and profitable to 
the attainment of the articulated goals of the new president, for which there is also 
strong faculty support. 
Implications for Theory and Practice 
Usefulness of the Dichotomy Between Theory and Practice 
The challenge of drawing implications for a theory of successful innovation is 
that the researcher can provide a model for practitioners. Peterson (1985) argues 
that the dichotomy between theory and practice in higher education research is 
artificial; the need is for intermediaries who can translate research findings and 
disseminate them as models for practice to those in positions of responsibility (p. 
10). Tierney (1988) found that there are a lack of models that contributed to 
understanding the role that organizational culture plays for purposes of institu¬ 
tional management and that this problem inhibits the ability of those in higher 
education administration to function as effective practitioners (p. 5). 
Pettigrew (1985) emphasizes the utility of adopting a holistic focus on the 
organizational setting in observing the context of change, the process of change, 
and the content of change in order to bridge the gap between theory and practice. 
The researcher can thereby identify enabling and constraining factors within the 
particular case study which then serve as a model for understanding and facilitat¬ 
ing the change process in other settings. 
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Audience for This Study 
Persuaded by these arguments, I offer the following explanation for the 
successful institutionalization of an innovation which emerged from my study of 
the ABC Program at Summit College. While my intention is that this will contrib¬ 
ute to the theory of how innovations are successfully institutionalized, I believe 
that the economics realities of American higher education demand that practi¬ 
tioners grapple with this concept in actual settings. 
Furthermore, the rapidly changing demographics of higher education should 
draw attention to studies such as this one which focus on innovations that serve 
adult students. Adult educators have long argued that their practice has been 
perceived as marginal to the larger higher education enterprise (e.g., Beaudoin, 
1990). The successful institutionalization of an adult degree program within a 
selective college which I have chronicled suggests that such programs can indeed 
move from the periphery to the mainstream of the host institution if certain crite¬ 
ria are present. 
Before delineating my general conclusions, I would like to discuss some 
important observations which emerged from the case that is at the heart of my 
research. While the thrust of this dissertation has been a focus on the phenom¬ 
enon of innovation within organizational culture, the specific instance is an adult 
degree program. Therefore, I offer the following insights for the benefit of those 
who would introduce adult degree programs into traditional college settings. 
Although many of these ideas represent notions I have long entertained based on 
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contact with many different adult degree programs, my in-depth experience with 
the ABC Program provides the grounding for the hypotheses which follow. 
First, it seems to me that there needs to be a recognition that adult students 
have different needs than the traditional late adolescent student cohort. Among 
these needs is the reconciliation of the student role with the other multiple roles 
that adults typically fill: parent, spouse, child of aging parents, breadwinner, 
homemaker. This is not to characterize them as marginal students, but rather to 
acknowledge that their ability to meet the demands of being a student is predi¬ 
cated on their successful management of these other roles. Therefore, the oppor¬ 
tunity to take different credit loads from semester to semester is one critical ele¬ 
ment, with no diminution of college services on the grounds of part-time enroll¬ 
ment. Payment plans should be pro-rated according to credit loads, with no 
penalties for part-time enrollment. In addition, payment should be permitted 
over an extended time frame which recognizes the longer period of time needed 
to complete a degree on a part-time basis, with provisions made for stop-out semes¬ 
ters necessitated by legitimate causes such as family emergencies. (The ten-year 
payment plan option for ABC students has been an attractive element for the 
program’s recruitment and retention efforts.) 
Another recommendation that flows from the multiple role demands on 
adult students is the need to provide services in an efficient and flexible time 
frame. Traditional residential students are usually accustomed to a registration 
process that may stretch over several days and require multiple appointments in 
disparate locations to collect authorization signatures for course registration, to 
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register for courses, to pay bills, to have their identification photographs taken, to 
obtain book lists and the books themselves, to update parking stickers, etc. 
Nontraditional students, in contrast, do not usually have long periods of free time 
in which to accomplish these necessary tasks. At the orientation for newly admit¬ 
ted ABC students, time was set aside for necessities such as the taking of college 
identification photographs and the obtaining of parking stickers in the midst of 
more typical orientation events such as a library tour and general welcome. 
Therefore, one of the most significant elements of special programs for adults 
is the provision of a centralized “one-stop shopping” opportunity for registration- 
related tasks, based on a flexible time frame which may include evening and/or 
weekend hours. The larger ramification of this is that the host institution must 
accommodate a delegation of administrative responsibilities to the adult degree 
program which are otherwise controlled by centralized offices such as the 
Registrar’s, Campus Security, and the Bookstore, to name a few. Alternatively, 
offices and functions such as these may need to find ways of providing services at 
times and places different from their usual ways of doing business. As mentioned 
above, the provision of a campus security officer to assign parking stickers at the 
ABC new student orientation was an unusual approach to the norm for traditional 
students who must line up at the Security Office during normal business hours 
during the first week of classes. 
Another aspect of services relates to advising, personal and health counseling, 
and student activities. On most campuses, these services represent individual 
offices which may report to a Dean of Student Services and are designed for the 
250 
traditional student body. For example, the health care providers may be special¬ 
ists in adolescent medicine who are not prepared to deal with the needs of mature 
individuals such as a menopausal women. Counseling services are usually geared 
to the developmental needs of the seventeen to twenty-two year old student while 
activities are also designed around the interests of this population. 
In addition, internship and career placement offices focus on career aware¬ 
ness and entry-level jobs for traditional students and new graduates. Accommodat¬ 
ing the needs of adult students who may already possess extensive experience in 
the work world poses a real challenge to these campus service providers. 
For all of these reasons, many adult degree programs have developed a set of 
student services which parallels already existing offices and functions. At first 
blush, this duplication of services may appear wasteful to institutional administra¬ 
tors seeking to make operations more efficient in personnel and overhead. How¬ 
ever, the existence of services specifically designed to meet the needs of adult 
students seems essential in the successful recruitment and retention of this popula¬ 
tion. Furthermore, if one looks back at the evolution of existing adult degree 
programs, the development of these parallel services often emerged gradually, 
usually in response to demands by the adult student population. In planning for 
the introduction of a new adult degree program, designers would be well advised 
to consider the experience of existing programs and include these features in 
their program prospectus from the beginning. 
When the ABC Program was first designed, provision was first made for alter¬ 
native academic offerings and advising, then for an alternative admissions process. 
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There was no master plan that included the development of alternative student 
services or decentralized administrative functions. However, as the adult student 
population grew, the nature of their special needs and interests became clearer. 
Certainly fraternity and residence hall living which formed the basis of the tradi¬ 
tional students’ social life were not applicable to the social needs of adult, com¬ 
muting students. Views expressed at informal social gatherings and in the ABC 
student newsletter, together with Margaret’s close interaction with the adult stu¬ 
dents at all stages of their Summit experience beginning with their admissions’ 
interviews, led to a series of special events and the initiation of special services. 
Examples of the former include an early fall outdoor supper for ABC students and 
their families and a separate college matriculation ceremony with the Summit 
College president for ABC students and their guests held in the evening, instead 
of the larger daytime matriculation ceremony for traditional freshmen. This is an 
impressive ceremony at which each student signs his or her name into the college 
record book and is personally welcomed by the college president. A noteworthy 
example of services which were developed for adult students was a special series of 
small group sessions sponsored by the college counseling office which focused on 
such issues as role conflicts and time management for adult students. The health 
center eventually provided liaison information and outreach to services in the 
community better suited to the health requirements of older students when their 
own services were inadequate or inconvenient for ABC students who elected to use 
the college health plan. 
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Perhaps most essential to the successful recruitment and enrollment of adult 
students is an alternative admissions process. This admissions process must yield 
students who can successfully function at the host institution and, therefore, must 
be able to demonstrate adherence to standards that are equal to those employed 
by the traditional admissions office. However, the recognition that the motivation, 
abilities, and academic readiness of adult students is rarely conveyed by examining 
their high school records or standardized test scores is essential. Whereas per¬ 
sonal interviews have been increasingly downplayed in significance by many tradi¬ 
tional admissions offices, they are a critical factor in assessing the admissibility of 
nontraditional students. The ABC Program is unusual in requiring a pair of 
interviews for applicants: the first is informational in nature and helps determine 
whether the program and the college are compatible with the applicant’s interest 
and goals. In addition, the admissions and program requirements are carefully 
reviewed so that the applicant is fully apprised of what is required. It also func¬ 
tions as a first-stage preliminary assessment of the applicant’s qualifications. A 
number of applicants decide to apply elsewhere on the basis of this step and are 
spared the necessity of meeting all the other requirements for admission. The 
applicant who decides to pursue admissions is then asked to return for an inter¬ 
view with the six-person admissions committee, consisting of four faculty members, 
the assistant for admissions and the program director. This group interview is 
often the single most important factor in the application process. Over the years, 
the ABC Admissions Committee has amassed considerable expertise in other 
educational opportunities in the Metropolitan area. They pride themselves in 
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rarely turning away an applicant for whom they cannot make alternative sugges¬ 
tions for pursuing higher education. But their special boast is their successful 
track record in identifying applicants who have gone on to become high achieving 
Summit College students in spite of previous academic records that identified 
them as high risks. 
Furthermore, successful adult degree programs have typically found it neces¬ 
sary to revise the admissions applications. The traditional application that re¬ 
quires a delineation of activities by years in high school and requires a guidance 
counselor’s recommendations sends a strong message to a non traditional appli¬ 
cant that “you don’t belong here.” In contrast, applications designed for adult 
students often ask for narrative autobiographies and descriptions of significant 
achievements without reference to secondary education. The contrast between 
the regular Summit College application and that designed for the ABC Program is 
illustrative. Inherent in the latter is the recognition that adult applicants are 
themselves the best judges of which experiences and achievements are relevant to 
their prospects for college success; the heart of this application is an extensive 
personal narrative. This narrative provides insight into the applicant’s motivation 
and interests as well as a good indication of his or her writing ability. While this 
may parallel the purpose of the customary essays found on the traditional applica¬ 
tion, the purpose and focus are purposely tailored to the nontraditional applicant 
and convey inclusion and understanding on the part of the program and the 
institution. Similarly, financial aid forms that ask for parental incomes and assume 
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ten-month student budgets are discouraging to independent adult students who 
may have dependents of their own. 
What all of this suggests is that programs for adult students should encompass 
distinctive admissions and financial aid procedures and processes, as well as sepa¬ 
rate administrative and student service functions. Furthermore, the ramifications 
are important in considering the job description and personal qualifications for 
the adult degree program director. This individual seems to need wide-ranging 
expertise in academic administration and generalist skills in an era otherwise 
characterized by the increasing specialization of functions. Perhaps paradoxically, 
this person must be capable of functioning autonomously while maintaining the 
institution’s general trust as well as the specific confidence from various areas 
which delegate responsibility to him or her. The director of the ABC program 
had been an adult student at Summit College and then the assistant for admis¬ 
sions. These experiences provided her with significant credibility as well as impor¬ 
tant first-hand knowledge of the college and the program. 
However, her attributes as an individual played a large role as well. Personal 
qualities such as skills at networking, inspiring confidence, functioning as a self¬ 
starter, exhibiting high degrees of energy and efficiency all appear important to 
an individual’s ability to fulfill a multi-faceted position whose responsibilities are 
often delineated in rather broad strokes. 
Significantly, such positions rarely provide very much in the way of additional 
staff to fulfill the many and varied functions required. The ABC Program was well 
over a decade old before a full-time assistant for admissions was hired. Up until 
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that time, the Director’s job description included a gamut of functions that ranged 
from interviewing and recruitment to public relations, office management, course 
registration, coordination of all services and special programs for adult students, 
determination of financial aid, assignment of advisors, the organization of the 
study unit guide, and liaison with the faculty governing committee. 
One element which often appears related to the flourishing of adult degree 
program directors is their ability to forge relationships with respected college 
faculty. Ultimately, the rationale for special programs designed for nontraditional 
students is that they serve to recruit and retain deserving college students for the 
host institution. It is the faculty, after all, who will judge the academic perfor¬ 
mance of these adult students. Their evaluation and feedback must be built into 
the governance structure of adult degree programs so that legitimacy is conferred 
upon the program and its students. 
While many nontraditional programs at large universities function through 
the use of adjunct faculty, the involvement of respected regular college faculty 
from a variety of disciplines appears to be essential at smaller, traditional institu¬ 
tions. These faculty represent the institutional standards and values in a central 
way; their imprimatur appears critical to the successful institutionalization of 
programs for nontraditional students in traditional settings, particularly those in 
the “selective” college range. The esteem with which the faculty on the ABC 
governing committee are held by the larger Summit College community is particu¬ 
larly noteworthy. Respondents pointed out again and again that these were widely 
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admired faculty to whom the faculty at large readily delegated the task of oversee¬ 
ing the ABC Program. 
While each adult degree program will come to mirror its unique history, the 
personality and strengths of its founders and directors, and its host institution, I 
believe that the preceding observations are significant for at least the group of 
programs that seek incorporation within traditional, selective college cultures. 
At this point, I now move to a discussion of the wider generalizations derived 
from my research which purport to explain the successful institutionalization of 
the ABC program described in this case study. 
Compatibility. Profitability, and Leadership 
Compatibility 
The very nature of an innovation, its inherent newness or differentness, raises 
questions about congruence with existing institutional values and norms. If a new 
program is truly innovative, it necessarily represents a challenge to current think¬ 
ing and ways of conducting business. In certain time periods, challenge and 
innovation are valued for their own sake. That was true of not only the rhetoric of 
higher education in the late sixties and early seventies but, in fact, characterized a 
great deal of institutional practice. Admission of the opposite sex to previously 
single-sex colleges, experimental new colleges, and wide-ranging curricular 
changes were typical of this period. However, with the exception of the continued 
decline of single-sex institutions, a contemporary Rip Van Winkle who had slept 
through the last twenty-five years might find little evidence today of most of the 
other types of innovations. For all of the recent history of change, the persistence 
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of strong core values and traditional norms characterizes much of higher educa¬ 
tion, particularly the selective liberal arts institutions of which Summit College is 
an exemplar. Only those innovations which were perceived as compatible with 
those values and norms have persisted over time. 
It is important to note that compatibility is a subjective measurement. Partici¬ 
pants in an organization may legitimately differ as to whether a value or norm is 
compatible or not. In the case at hand, some traditional students challenged the 
awarding of college honors to adult students, particularly when the latter were not 
enrolled full-time. The traditional students believed that the operative norm for 
college honors was rewarding excellent work done as a full-time student. How¬ 
ever, successive Summit College presidents, Deans of the Faculty, and faculty 
members in general staunchly preserved the eligibility of adult part-time students 
for college honors on the grounds that honors recognize the value of outstanding 
work, so long as all other college standards were met. This ongoing debate over 
access to college honors illustrates that judgements about compatibility with 
norms and values is a matter of interpretation and perspective. 
The ABC Program at Summit College appears to represent an example of 
successful institutionalization, comprising an innovation for the college that was 
able nevertheless to demonstrate its essential compatibility with the host’s core 
values and norms on the following grounds: 
1. It demonstrated that alternative admissions criteria and an alternative 
admissions process could effectively produce students who were at least the equals 
of the traditional student body. 
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2. It extended the boundaries of the student body to include a population 
different in age, previous educational history, life experience, residential status, 
connection to the local community, and, in many cases, socioeconomic back¬ 
ground, while incorporating these students into a traditional liberal arts environ¬ 
ment. 
3. It demonstrated that adult students could be attracted and retained at an 
institution that did not reward credit for life experience, college level proficiency 
examinations, or previous professionally or vocationally-oriented college work. 
4. It successfully marketed a program representing an expensive education in 
a demanding, traditional liberal arts curriculum as an attainable “dream” to an 
adult population who had a variety of other options for higher education, most of 
which involved less cost and less rigor. 
5. It provided an administrative and support structure that was uniquely 
responsive to the needs of non-residential adult students and able to respond as 
well to changing definitions of those needs. By functioning autonomously, the 
program provided a parallel structure to that of the college as a whole without 
straining the regular administrative and student service areas with the demands of 
a different population. 
6. Its internal marketing utilized the strength of its faculty supporters to 
gamer respect by association and to advocate effectively for the needs of the 
program. The imprimatur of highly respected faculty was an essential feature 
from the beginning that served to insulate the program from both criticism and 
intrusive scrutiny. 
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7. The growth of the adult student population stands in inverse relationship 
to the decline in the college’s graduate programs. Thus, many departments found 
compensation for their loss of adult graduate students by the addition of adult 
undergraduate students who brought real-world perspectives and seriousness of 
purpose to their classrooms. 
8. A perception on the part of the faculty that there was a decline in the 
academic seriousness, social and political awareness, and socioeconomic diversity 
of the traditional student body helped foster an appreciation for the presence of 
these very factors among the ABC students. Moreover, faculty view these older 
students as positive role models for the traditional student body. 
9. Faculty value the contribution that the ABC students make to the college, 
particularly the classroom, as evidenced by the many stories they share about these 
students. Sagas about particular ABC students, both for their superior achieve¬ 
ment and for their dedication to liberal arts education, have taken hold among 
Summit faculty and administrators. These stories function to legitimize the pro¬ 
gram and its connection to the core values of academic excellence and serious 
student behavior. 
Profitability 
Miles’ (1965) conclusion about the cost factor in educational innovation 
appears valid today: “In the absence of good measures of output, educational 
organizations tend to stress cost reduction (Thomas, 1963), since other potential 
rewards of the innovation remain only vaguely seen” (p. 635). It is worth recalling 
that one of the arguments used in favor of adopting the ABC Program was that it 
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would not strain existing college resources and, therefore, represented a unique 
new market which could be served at low cost. This was the first argument ad¬ 
vanced that the program would be economically profitable to the college. 
The cost-benefit calculus was revisited under President Francis who allocated 
additional resources for staff and advertising in the belief that this would lead to 
rapid growth in the number of ABC students, which would provide greater profit 
to the college. While not specifying actual margins of profit, he did turn attention 
to the rates of growth of the program and raise general questions about the costs 
of its administration. His operating assumption was, however, that the program 
was economically profitable, thus his frustration at its slow rate of growth stemmed 
from his belief that a bigger program would be proportionately more profitable. 
The economics of the program’s operation are important once again because 
of the general bleak fiscal climate for private colleges and Summit’s own escalating 
costs. A college-wide hiring freeze has focused attention on the director’s persis¬ 
tent request for a full-time data entry staff person; sharply escalating costs of adver¬ 
tising and mailing strain recruitment efforts, and the struggle to increase financial 
aid all contribute to a reexamination of the economic profitability issue. The 
director’s lament is that she has not been given guidelines for economic expecta¬ 
tions of the program’s operation. Her long tenure is not an asset in this instance 
because there is no history of clarifying the true costs or profits from the program. 
The question of economic costs in higher education is a complicated one, 
well beyond the scope of this study. Suffice it to note that profitability is rarely 
understood in purely economic terms because the values of education cannot be 
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reduced to dollars and cents, except perhaps in aggregated comparative statistics 
about the earning power of those with a given level of higher education. But there 
is no formula for assessing the value of “an educated work force” to the nation or 
to a community. Other values prized in academic circles are even harder to quan¬ 
tify: “excellence,” “technical superiority,” “knowledge of the past,” “access,” or 
“diversity.” 
The ABC Program appears to satisfy the criterion of profitability for its host, 
Summit College, in the following areas: 
1. It has strengthened the norm of the ideal type of student who is intellectu¬ 
ally curious, serious about education, highly motivated, and conscientious in 
performance. Closely related to this point is the identity of the program as a 
strong teaching component of the college which enhances the identity of Summit 
College as an institution dedicated to undergraduate teaching. 
2. It has enhanced the college’s reputation for responding to the community, 
although more so in the business and professional areas than in the immediate 
urban neighborhood. 
3. It has brought to the campus a community-based, diverse group of stu¬ 
dents and has, in this regard, potential for enhancing the college’s efforts to 
become a more diverse institution. 
4. It has contributed to the rationale for certain academic areas, most nota¬ 
bly, the program in Women’s Studies and the mathematics learning facility. 
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These are all benefits which come under the general heading of “profitability” 
and which contribute to the positive perception of the program within the host 
college. 
Leadership 
An important finding of this study is that compatibility and profitability, 
particularly when the latter is defined as intangible benefit, exist as perceptions in 
the minds of key actors within an organizational culture. At each stage in the 
development of the innovative program, it was necessary that a critical leader 
articulate a vision of how the innovation was compatible with and beneficial to the 
host institution. What in retrospect appeared as a climate conducive to change 
when the innovation was first conceived could well have been experienced as 
chaotic and threatening without the strong leadership of President Boynton, who 
bought together change-oriented new top administrators as symbolic of his desire 
to move Summit College forward and to implement change. 
Boynton seems to have been the right leader for the times: as a faculty son 
and brilliant former student at Summit College and respected academic in his own 
right, he had considerable credibility with the faculty. As a member of national 
commissions on higher education and as a world traveler, he can be considered to 
have had a cosmopolitan, rather than a local orientation. Miles (1965) defines 
“cosmopolitan” as “an individual’s orientation [that] is external to a particular 
social system” (p. 641). Cosmopolitan leaders are widely recognized as being 
more likely to function as change agents or new policy entrepreneurs. Other 
qualities associated with the role of innovator include being an authority figure 
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with the administrative power to handle the systemic problems associated with the 
introduction of an innovation and possessing personal qualities such as intelli¬ 
gence, verbal ability, creativity, persuasiveness, authenticity, and enthusiasm for 
the innovation (summarized in Miles, 1965, pp. 641-642). My research indicates 
that President Boynton exemplified all of these qualities during the period in 
which the ABC Program was introduced. 
Although recognition of the importance of the initial change agent’s role in 
introducing an innovation has been well documented in the literature, my conten¬ 
tion is that the importance of leadership throughout the entire life of an innova¬ 
tion has not been highlighted. Typically, the individual who meets the criteria 
delineated above is not the one who is charged with managing the innovation 
once it is adopted. Therefore, it is necessary to focus on the role of the second 
type of leader, one whose qualities and style tend to be very different from that of 
the initial policy entrepreneur. 
If the former type is noted for his cosmopolitan orientation, then the out¬ 
standing characteristic of the second type of leader is mastery of the local culture. 
Since the first director of the ABC Program was a faculty member who functioned 
as the innovating president’s assistant, he played an intervening role between 
change agent and internal marketer. His brief but critical tenure as program 
director was marked by the evolution of the program from conception to introduc¬ 
tion, with a painstaking balance between vision and reality as wide faculty input 
was solicited. His prestige came from his own personal charisma and association 
with the president, but he nurtured his faculty role in order to scan the local scene 
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for criticism and comments. He understood, for example, the importance of 
keeping the program small and making participation voluntary. He also knew 
when his role was played out and readily turned over his directorship to another 
young, respected faculty member who had no other administrative position. 
The next director was another popular young faculty member with a strong 
student orientation. However, as the administrative role loomed larger because of 
the program’s growth, its original administrative assistant and non-traditional 
Summit alumna became the next director. It is her style and her stamp which 
have characterized the program ever since. 
“Margaret”’s great insight was that the program had to maintain its identity as 
a faculty-run teaching program, even without a faculty member as director. She 
also understood the need for flexibility in structure and program design and the 
advantages of loose top-down supervision, coupled with close consultation with the 
faculty governing committee. She allowed the faculty committee members to be 
the point persons for issues that needed to capture the attention of the college 
administration. She dealt with day to day problems and student needs effectively 
and efficiently. She built alliances throughout the college with key staff assistants, 
administrators, and faculty, through visibility in a variety of areas from the gym 
where she worked out and sought out other members of the college community, 
to the college day care center where she lent her considerable organizing abilities 
to its administration and fund-raising efforts. She took vacations with faculty and 
made time to eat in the faculty dining room at least once a week. She operated 
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through extensive networking, behind the scenes persistence, and aggregated 
authority. 
In addition to a personal style that was particularly effective, Margaret had a 
single-minded conviction that the cumulative success of individual ABC students 
would contribute to a growth in support for the program. Student and opera¬ 
tional problems were dealt with quietly and out of the limelight; student accom¬ 
plishments and successes were heralded at every opportunity. Miles’ (1965) obser¬ 
vation about how an innovation diffuses within a target system is relevant to this 
case: “Effective innovative enterprises usually require physical and social isolation, 
but intellectual and professional connectedness (i.e., linkage) to the surrounding 
context” (p. 65S). Rituals such as a separate matriculation ceremony for ABC 
students brought the program to the attention of the Summit College president 
on at least an annual basis and helped connect it to the history and traditions of 
the institution. The program’s open houses, orientations, and social events in¬ 
cluded the governing committee faculty who found themselves becoming part of 
the program’s recruitment and support network. In addition, these occasions 
fostered contact between faculty and ABC students which was especially significant 
for those faculty who had few adult students in their classes (because they taught 
in areas such as advanced mathematics or chemistry, where few ABC students 
ventured). 
This combined leadership of an effective program director and a dedicated 
group of governing committee faculty was instrumental in fostering the percep¬ 
tion throughout the Summit College community that this innovative teaching 
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program was highly compatible with the college’s core values and beneficial to it. 
This leadership system provided a buffer against criticism and a visible commit¬ 
ment to the institutionalization of the innovative program. 
Role of Institutional Culture 
My ultimate argument is that the successful institutionalization of an innova¬ 
tion represents a developmental process whereby the innovation is mediated by 
the institution and the host institution is affected by the innovation. The process 
does not occur at any one stage because of the intrinsic merits of the innovation. 
The innovation’s timeliness, benefits, economy, and compatibility with the 
institution’s core values need to be articulated, promoted, and demonstrated on 
an ongoing basis. That is the role of leadership, at the policy entrepreneurial and 
managerial levels in turn. 
Most of these factors are subtle, obscure, and even below the level of aware¬ 
ness of key players. The interplay of cause and effect, of values and norms, of local 
history and external environment, of saga and ritual all contribute to fashioning 
the shared meanings which are the essence of an institution’s culture. It is this 
culture which provides the context within which the developmental process of 
successful innovation unfolds. Tierney (1988) speaks to the importance of under¬ 
standing organizational culture as higher education faces increased complexity: 
As decision-making contexts grow more obscure, costs increase, and 
resources become more difficult to allocate, leaders in higher educa¬ 
tion can benefit from understanding their institutions as cultural 
entities....Indeed, properly informed by an awareness of culture, 
tough decisions may contribute to an institution’s sense of purpose 
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and identity. Moreover, to implement decisions, leaders must have a 
full, nuanced understanding of the organization’s culture. Only 
then can they articulate decisions in a way that will speak to the 
needs of various constituencies and marshall their support, (p. 5) 
Implications for Methodology 
Qualitative Paradigm Revisited 
Given the focus on institutional culture and the process of innovation, the 
appropriateness of a qualitative methodology now appears self-evident. 
The unique ability of this research paradigm to capture participants multiple 
interpretations of past and present events, to uncover core cultural values, and to 
reveal critical memories and sagas has provided the means to explore original 
questions. Most significandy, it provided a framework for grounding an emergent 
hypothesis about the process of innovation in a particular case history. At the 
same time, it is my hope that this research design has provided the basis for com¬ 
municating this case in enough detail that others may derive useful generaliza¬ 
tions from it. 
Research Design 
It is my further belief that the use of a hybrid methodology which included a 
quantitatively-scored questionnaire provides a basis for other comparative case 
studies which may be developed to test this dissertation’s conclusions. I strongly 
believe that an instrument of this sort is consistent with the qualitative paradigm 
because its categories and questions emerged from the in-depth interviews con¬ 
ducted with key participants; at the same time, it provided access to the percep¬ 
tions of a much wider range of organizational members than could be interviewed. 
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I would also recommend that any researcher concerned with the history of a 
phenomenon emulate my use of a chronology as a technique for checking infor¬ 
mation, building the researcher’s credibility, and, especially, triggering partici¬ 
pants’ memories. 
In adopting this approach to my research, I became fully aware of the chal¬ 
lenge and burden of becoming the chief instrument of my own research. I was 
involved in an ongoing, evolving cultural process at the very time when I was 
attempting to define its boundaries, capture its meanings, and isolate its values 
and norms at a particular point. In addition, I understood very early in my re¬ 
search that the introduction of a researcher to a setting has a profound impact on 
that setting. As I worked with participants to develop a chronology of key events, 
recall the role of top leaders and significant faculty, display the organizational 
myths, retell the program’s sagas, identify values and norms, reveal conflicts and 
contrasting interpretations, all of these were inexorably shaped by the research 
process itself. Schein (1987) argues that the uncovering of organizational culture 
requires just this partnership between the researcher/outsider and organizational 
insiders. My experience strongly suggests that he is absolutely right. But he is also 
correct in cautioning that this research carries with it significant responsibility. 
Participants must remain within the organization studied long after the researcher 
has departed. 
I know that some of those whom I interviewed, particularly those on the 
program’s governing committee to whom I presented a final report, are arguing 
about conflicting interpretations of aspects of the program that had not occurred 
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to them before. They may, in fact, have had contradictory interpretations of 
events and program features, but now these contradictions have been uncovered 
and are on the table. In addition, administrators who may have not given much 
previous thought to the program’s growth or profitability have now framed ideas 
and conclusions about these topics which may impact on future decisions about 
the college’s allocation of resources to the program. 
In the case which I undertook, the host institution, under a relatively new 
president, is about to undertake a broad institutional evaluation. The ABC pro¬ 
gram director persuaded the governing committee to utilize my report as a part of 
their own self-study, undertaken as a precursor of the college’s program review. In 
this instance, therefore, I can take comfort in the fact that my intrusiveness was of 
use and had positive impact. In other instances, I can now understand that the 
after affect of a researcher’s work might be less welcome. 
Suggestions for Further Research 
The most obvious suggestion for further research is that other students of 
higher education develop a body of case studies of the history of innovative pro¬ 
grams, using the cultural context of other institutions. My recommendation and 
hope is that they find this study’s model a useful point of departure as they re¬ 
search other cases. 
In addition, it is my hope that adult educators seeking to develop adult de¬ 
gree programs within traditional institutions might find direction for research and 
development of their efforts from this case study, much as Beaudoin (1990) rec¬ 
ommends: 
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The evolution of an innovation from idea to implementation is an 
uncertain process. Noble ideas may die of benign neglect and 
questionable schemes may come to fruition....While no two histories 
of innovation are ever exactly alike, we can, nonetheless, identify 
themes from our own experiences and those of others that may offer 
some guidance for action in the future, (p. 3) 
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RELEASE FORM FOR INTERVIEWS 
This is a study of the ABC Program at Summit College which I am conducting 
for purposes of a dissertation toward my doctorate in Adult and Higher Education 
at the University of Massachusetts at Amherst. I am interviewing faculty, adminis¬ 
trators, ABC students, and traditional students to gain multiple perspectives on the 
evolution of the program, its impact on Summit College, and how the culture of 
Summit College has affected the program. 
All responses will be aggregated to ensure confidentiality of the participants. 
In addition, the confidentiality of the program, the college, and the respondents 
will be maintained in the final report and in any discussions about emerging 
themes that take place in the course of the interviews. 
With your permission, I would like to tape record this interview and to take 
notes. All tapes and notes will be destroyed when the study is completed. 
Interviewee Date 
Adrienne A. Rulnick, Researcher 
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CHRONOLOGY 
Fall, 1968: 
Summer, 1971: 
Nov. 1971: 
Jan.1972: 
May 1972: 
June 1972: 
FaU 1972: 
Jan.-March 1973: 
April 1973: 
August 1973: 
Fall 1973: 
Spring 1975: 
President “Boynton” 
Summer task force on academic programs 
Faculty vote to recommend ABC to trustees 
Board of Trustees’ approval of ABC 
Planning group’s proposal for ABC approved by faculty; 
Faculty ABC Coordinating Com. to collect study units and 
descriptions of major requirements for ABC 
Educational Policy Com. of trustees “unanimously voted to 
implement the (ABC) proposal as proposed by the faculty” 
President’s Special Assistant appointed ABC Director 
Recruitment of students; refinement of program 
Screening of applicants for admission 
First ABC students matriculated (14 non-resident adults, 2 
traditional, residential students) 
“Margaret” hired as part-time asst, for admissions 
First regular Summit faculty member appointed ABC 
Director 
First self-evaluation report to Educational Policy Com. of 
faculty 
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April 1975: 
Faculty accepts recommendation to renew ABC for 2 yrs., 
then reevaluate again 
Jan. 1976: 
ABC tuition set at 2/3 of regular tuition 
Second regular faculty member appointed Director 
Margaret becomes full-time asst, director & asst, for admis 
sions for ABC 
Feb. 1976: Faculty receive financial compensation for study units 
May 1976: First ABC graduate 
April 1977: Second evaluation by faculty; ABC renewed 
Oct. 1977: ABC students permitted to take classes; linkages revised 
1978: 
Economics dept, withdraws all study units except 2 intro. 
“Margaret” appointed Director (change from faculty to 
administrator as Director) 
Jan. 1979: Linkages dropped as ABC requirement 
1979: Institutional Priorities Council Report gives favorable 
mention to ABC 
Fall 1979: ABC students eligible for all departmental honors 
Oct. 1979: ABC Staff report 
1977-81: 42% of ABC credits are through study units 
Fall 1980: Stephen Francis” becomes acting president 
Fall 1981: Stephen Francis” becomes president 
1981: ABC has 100 students 
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Jan.1982: 
1982: 
Oct. 1982: 
May 1983: 
Feb. 1984: 
May 1984: 
July 1984: 
1985: 
1986 
1986: 
1987-88: 
May 1988: 
July 1989: 
Fall 1989: 
Jan.1990: 
ABC 200 report to Pres, projects 200 students by 1984 
Peer Advising system begun at request of students 
New staff person added: Asst, to Director of ABC 
Report of Com. to Revisel979 Institutional Priorities 
advocates growth of ABC 
Oldest ABC student, age 73, graduates 
ABC student lounge opened in campus center 
ABC tuition reduced to 50%; discounted fees added 
ABC students are assigned campus mailboxes 
Pres.’s Report to the College on the 1980’s 
ABC becomes founding member of CENTS 
ABC notation dropped from college transcripts 
Metropolitan Foundation for Public Giving Grant for 
increased inancial aid, minority recruitment, asst, for 
admissions to be full-time 
ABC has 136 students (109 female; 27 male) 
Summit capital campaign includes ABC scholarship fund 
ABC students are co-salutatorians 
President “Samuel Harding” 
First ABC student is “Distinguished” Scholar (outstanding 
rising senior) 
Program has 188 students enrolled; ABC student named 
valedictorian 
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COVER LETTER 
November 22,1989 
Dear Faculty member: 
The enclosed questionnaire is part of my doctoral research on the ABC and 
Summit College. From my reading of college documents about the inception of 
ABC Program as well as interviews with many members of the Summit faculty and 
administration, the importance of the faculty’s attitudes about this program and 
its students emerges as centrally significant. Therefore, it is critical to the validity 
of this study that I represent the faculty’s perspective on ABC as accurately as 
possible. In pursuit of that goal, I am distributing this questionnaire to the entire 
faculty. 
Please be assured that this questionnaire should be answered anonymously. 
In addition, the final dissertation and any related reports will be reported with the 
identity of the college, program, and respondents disguised. 
Your cooperation in completing and returning this questionnaire by Decem¬ 
ber is greatly appreciated. 
Sincerely, 
Adrienne A. Rulnick 
(Doctoral student in Adult and Higher Education 
University of Massachusetts at Amherst) 
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QUESTIONNAIRE TO FACULTY: 
Demographic data: 
age _ 
gender _ 
academic area (humanities, sciences, social sciences, engin.) 
status (tenured or non-tenured)_ 
number of years at Summit College, 
as student_ 
as faculty_ 
in other capacity, please specify_ 
For all of the following questions, circle the response which corresponds most 
closely to your view. Please respond to each item. 
SA = Strongly Agree 
A = Agree 
U = Undecided 
D = Disagree 
SD = Strongly Disagree 
1. The mission of Summit College is 
to provide a quality liberal-arts education 
to prepare students for lifelong education 
to prepare students for life in a democratic 
society 
to provide a liberal arts education within an 
ethical framework 
to improve the larger Metropolitan community 
in which the college is located 
to add to knowledge through faculty research 
and publication 
other (please specify)_ 
SA A U D SD 
SA A U D SD 
SA A u D SD 
SA A u D SD 
SA A u D SD 
SA A u D SD 
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2. My expectations of Summit students are that they: 
attend class regularly SA A U D SD 
are on time for class/lab/studio SA A U D SD 
complete assignments on time SA A U D SD 
are prepared for class discussion SA A U D SD 
participate in class discussion SA A U D SD 
are capable of leading a class discussion SA A U D SD 
produce original work SA A u D SD 
take academic risks 
can synthesize their experience with issues 
SA A u D SD 
discussed in class SA A u D SD 
work independently SA A u D SD 
seek out faculty for assistance when needed SA A u D SD 
challenge accepted beliefs and opinions SA A u D SD 
can defend unpopular positions 
other (please specify) 
SA A u D SD 
3. In my actual experience, traditional-aged 
Summit students: 
attend class regularly SA A U D SD 
are on time for class/lab./studio SA A U D SD 
complete assignments on time SA A u D SD 
are prepared for class discussion SA A u D SD 
participate in class discussion SA A u D SD 
are capable of leading a class discussion SA A u D SD 
produce original work SA A u D SD 
take academic risks SA A u D SD 
can synthesize their experience with issues 
discussed in class SA A u D SD 
work independently SA A u D SD 
seek out faculty for assistance when needed SA A u D SD 
challenge accepted beliefs and opinions SA A u D SD 
can defend unpopular positions SA A u D SD 
have a tendency to dominate class discussion SA A u D SD 
are overly anxious about grades SA A u D SD 
expect leniency with deadlines SA A u D SD 
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behave as if faculty are their peers SA A U D SD 
insist upon the validity of their experience SA A u D SD 
are uninvolved in extracurricular activities SA A u D SD 
expect to meet outside of regular office hours 
other (please specify) 
SA A u D SD 
4. In my actual experience, ABC students: 
attend class regularly SA A U D SD 
are on time for class/lab./studio SA A U D SD 
complete assignments on time SA A U D SD 
are prepared for class discussion SA A U D SD 
participate in class discussion SA A U D SD 
are capable of leading a class discussion SA A U D SD 
produce original work SA A u D SD 
take academic risks 
can synthesize their experience with issues 
SA A u D SD 
discussed in class SA A u D SD 
work independently SA A u D SD 
seek out faculty for assistance when needed SA A u D SD 
challenge accepted beliefs and opinions SA A u D SD 
can defend unpopular positions SA A u D SD 
have a tendancy to dominate class discussion SA A u D SD 
are overly anxious about grades SA A u D SD 
expect leniency with deadlines SA A u D SD 
behave as if faculty are their peers SA A u D SD 
insist upon the validity of their experience SA A u D SD 
are uninvolved in extracurricular activities SA A u D SD 
expect to meet outside of regular office hours 
other (please specify) 
SA A u D SD 
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5. My attitude toward ABC : 
It is an essential part of Summit College. SA A U D SD 
It is peripheral to Summit College. SA A U D SD 
It has no place at Summit College. 
It is congruent with Summit College’s mission 
in regard to 
SA A U D SD 
teaching SA A u D SD 
research SA A u D SD 
community service SA A u D SD 
economic viability 
other (please explain) 
SA A u D SD 
6. For the faculty, ABC : 
adds to work load SA A U D SD 
provides serious, motivated students SA A U D SD 
makes a reasonable demand on my time SA A U D SD 
is an unrewarded commitment SA A U D SD 
is consistent with normal expectations for faculty SA A U D SD 
reaffirms my faith in teaching SA A U D SD 
other (please explain) 
7. With respect to college honors, ABC students should: 
be eligible for any and all honors SA A U D SD 
be ineligible for some college honors 
be ineligible for all college honors unless 
SA A U D SD 
they are enrolled full-time SA A U D SD 
have their own separate ABC honors 
other (please specify) 
SA A U D SD 
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8. The size of the ABC program (about 10% of the total 
student body) is: 
ideal SA A U D SD 
too big SA A u D SD 
too small SA A u D SD 
9. My opinions are based on the following (Check all that apply): 
no experience with the ABC or ABC students_ 
developing ABC study units_ 
administering ABC study units_ 
having ABC students in class_ 
having ABC majors in my department_ 
having an ABC student as a research assistant_ 
serving on the ABC Executive Committee_ 
serving on the ABC Coordinating Committee_ 
Please use this space to offer any other comments you would like to add. 
(If you would prefer to share your comments with Adrienne Rulnick in person, 
please contact the ABC Program Office to arrange a mutually convenient time.) 
Please return in the enclosed envelope to Adrienne A. Rulnick, 
c/o ABC Program Office. 
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STATISTICAL SUMMARY OF RESPONSES FROM QUESTIONNAIRE 
S A = Strongly Agree 
A = Agree 
U = Undecided 
D = Disagree 
S D = Strongly Disagree 
NR = No Response 
SA A U D SD NR 
Responses from All Faculty: n=87 
la. The mission of Summit College is to provide a quality liberal-arts education: 
Frequency 79 8 — — — — 
Percent 90.8 9.2 — — — — 
Cum. % 90.8 100 — — — — 
lb. The mission of Summit College is to prepare students for lifelong education: 
Frequency 61 22 3 1 — — 
Percent 70.1 25.3 3.4 1.1 — — 
Cum. % 70.1 95.4 98.9 100 — — 
lc. The mission of Summit College is to prepare students for life in a democratic 
society*: 
Frequency 35 32 13 5 1 1 
Percent 40.7 37.2 15.1 5.8 1.2 — 
Cum. % 40.7 77.9 93.0 98.8 100 — 
Id. The mission of Summit College is to provide a liberal arts education within an 
ethical framework*: 
Frequency 31 40 7 4 3 2 
Percent 36.5 47.1 8.2 4.7 3.5 — 
Cum. % 36.5 83.5 91.8 96.5 100 — 
le. The mission of Summit College is to improve the larger Metropolitan 
nity in which the college is located: 
commu 
Frequency 11 38 14 16 5 3 
Percent 13.1 45.2 16.7 19.0 6.0 — 
Cum. % 13.1 58.3 75.0 94.0 100 — 
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SA A U D SD NR 
If. The mission of Summit College is to add to knowledge through faculty re¬ 
search and publication: 
Frequency 30 33 9 11 3 1 
Percent 34.9 38.4 10.5 12.8 3.5 — 
Cum. % 34.9 73.3 83.7 96.5 100 — 
*These items were paraphrased from the Summit College Mission statement. 
Note: All items in question 2. begin:”My expectations of Summit students are that 
they” 
2a. Attend class regularly: 
Frequency 61 23 1 2 — — 
Percent 70.1 26.4 1.1 2.3 — — 
Cum. % 70.1 96.6 97.7 100 — — 
2b. Are on time for class/lab/studio: 
Frequency 50 34 — 3 — — 
Percent 57.5 39.1 — 3.4 — — 
Cum. % 57.5 96.6 — 100 — — 
2c. Complete assignments on time: 
Frequency 54 30 2 1 — — 
Percent 62.1 34.5 2.3 1.1 — — 
Cum. % 62.1 96.6 98.9 100 — — 
2d. Are prepared for class discussion: 
Frequency 57 26 1 3 — — 
Percent 65.5 29.9 1.1 3.4 — — 
Cum. % 65.5 95.4 96.6 100 — — 
2e. Participate in class discussion: 
Frequency 47 33 4 3 — — 
Percent 54.0 37.9 4.6 3.4 — — 
Cum. % 54.0 92.0 96.6 100 — — 
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SA A u D SD NR 
2f. Are capable of leading a class discussion: 
Frequency 17 36 16 15 1 2 
Percent 20.0 42.4 18.8 17.6 1.2 — 
Cum. % 20.0 62.4 81.2 98.8 100 — 
2g. Produce original work: 
Frequency 20 28 19 13 4 3 
Percent 23.8 33.3 22.6 15.5 4.8 — 
Cum. % 23.8 57.1 79.8 95.2 100 — 
2h.Take academic risks: 
Frequency 25 33 10 11 2 6 
Percent 30.9 40.7 12.3 13.6 2.5 — 
Cum. % 30.9 71.6 84.0 97.5 100 — 
2i. Can synthesize their experience with issues discussed in class: 
Frequency 34 33 9 6 2 3 
Percent 40.5 39.3 10.7 7.1 2.4 — 
Cum. % 40.5 79.8 90.5 97.6 100 — 
2j. Work independently: 
Frequency 36 44 4 2 — 1 
Percent 41.9 51.2 4.7 2.3 — — 
Cum. % 41.9 93.0 97.7 100 — — 
2k. Seek out faculty for assistance when needed: 
Frequency 47 38 — 2 — — 
Percent 54.0 43.7 — 2.3 — — 
Cum. % 54.0 97.7 — 100 — — 
21. Challenge accepted beliefs and opinions: 
Frequency 43 32 4 6 1 1 
Percent 50.0 37.2 4.7 7.0 1.2 — 
Cum. % 50.0 87.2 91.9 98.8 100 — 
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SA A U D SD NR 
2m. Can defend unpopular positions: 
Frequency 38 31 9 6 1 2 
Percent 44.7 36.5 10.6 7.1 1.2 — 
Cum. % 44.7 81.2 91.8 98.8 100 — 
Note: All the items in question 3 begin “In my actual experience, traditional-aged 
Summit students” 
3a. Attend class regularly: 
Frequency 6 47 7 21 2 4 
Percent 7.2 56.6 8.4 25.3 2.4 — 
Cum. % 7.2 63.9 72.3 97.6 100 — 
3b. Are on time for class/lab/studio: 
Frequency 5 54 6 17 2 3 
Percent 6.0 64.3 7.1 20.2 2.4 — 
Cum. % 6.0 70.2 77.4 97.6 100 — 
3c. Complete assignments on time: 
Frequency 6 52 9 16 — 4 
Percent 7.2 62.7 10.8 19.3 — — 
Cum. % 7.2 69.9 80.7 100 — — 
3d. Are prepared for class discussion: 
Frequency 2 22 18 39 1 5 
Percent 2.4 26.8 22.0 47.6 1.2 — 
Cum. % 2.4 29.3 51.2 98.8 100 — 
3e. Participate in class discussion: 
Frequency 2 27 20 31 3 4 
Percent 2.4 32.5 24.1 37.3 3.6 — 
Cum. % 2.4 34.9 
3f. Are capable of leading a class discussion: 
59.0 96.4 100 
Frequency — 15 15 41 11 5 
Percent — 18.3 18.3 50.0 13.4 — 
Cum. % — 18.3 36.6 86.6 100 — 
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3g. Produce original work: 
Frequency — 20 21 30 8 8 
Percent — 25.3 26.6 38.0 10.1 — 
Cum. % — 25.3 51.9 89.9 100 — 
Sh.Take academic risks: 
Frequency — 9 26 35 10 7 
Percent — 11.2 32.5 43.8 12.5 — 
Cum. % — 11.2 43.8 87.5 100 — 
3i. Can synthesize their experience with issues discussed in class: 
Frequency 2 24 26 25 3 7 
Percent 2.5 30.0 32.5 31.3 3.7 — 
Cum. % 2.5 32.5 65.0 96.2 100 — 
3j. Work independently: 
Frequency 1 46 23 11 1 5 
Percent 1.2 56.1 28.0 13.4 1.2 — 
Cum. % 1.2 57.3 85.4 98.8 100 — 
3k. Seek out faculty for assistance when needed: 
Frequency 7 50 13 11 1 5 
Percent 8.5 61.0 15.9 13.4 1.2 — 
Cum. % 8.5 69.5 85.4 98.8 100 — 
31. Challenge accepted beliefs and opinions: 
Frequency 1 16 25 34 5 6 
Percent 1.2 19.8 30.9 42.0 6.2 — 
Cum. % 1.2 21.0 51.9 93.8 100 — 
3m. Can defend unpopular positions: 
Frequency 1 11 26 39 3 7 
Percent 1.2 13.7 32.5 48.7 3.7 — 
Cum. % 1.2 15.0 47.5 96.2 100 — 
3n.Have a tendency to dominate class discussion: 
Frequency 1 2 16 45 13 10 
Percent 1.3 2.6 20.8 58.4 16.9 — 
Cum. % 1.3 3.9 24.7 83.1 100 — 
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3o. Are overly anxious about grades: 
Frequency 22 38 8 13 — 6 
Percent 27.2 46.9 9.9 16.0 — — 
Cum. % 17.2 74.1 84.0 100 — — 
3p. Expect leniency with deadlines: 
Frequency 13 53 4 9 1 7 
Percent 16.2 66.2 5.0 11.2 1.2 — 
Cum. % 16.2 82.5 87.5 98.7 100 — 
3q. Behave as if faculty are their peers: 
Frequency 3 4 7 58 9 6 
Percent 3.7 4.9 8.6 71.6 11.1 — 
Cum. % 3.7 8.6 17.3 88.9 100 — 
3r. Insist upon the validity of their experience: 
Frequency — 22 24 27 3 11 
Percent — 28.9 31.6 35.5 3.9 — 
Cum. % — 28.9 60.5 96.1 100 — 
3s. Are uninvolved in extracurricular activities: 
Frequency 2 8 15 37 19 6 
Percent 2.5 9.9 18.5 45.7 23.5 — 
Cum. % 2.5 12.3 30.9 76.5 100 — 
3t. Expect to meet outside of regular office hours: 
Frequency 8 29 13 28 — 9 
Percent 10.3 37.2 16.7 35.9 — — 
Cum. % 10.3 47.4 64.1 100 
~ 
Note: All items in question 4 begin ‘ ‘In my actual experience, ABC 1 students 
4a. Attend class regularly: 
Frequency 38 33 1 2 — 13 
Percent 51.4 44.6 1.4 2.7 — — 
Cum. % 51.4 95.9 97.3 100 — — 
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4b. Are on time for class/lab/studio: 
Frequency 34 34 5 2 — 12 
Percent 45.3 45.3 6.7 2.7 — — 
Cum. % 45.3 90.7 97.3 100 — — 
4c. Complete assignments on time: 
Frequency 33 26 10 6 — 12 
Percent 44.0 34.7 13.3 8.0 — — 
Cum. % 44.0 78.7 92.0 100 — — 
4d. Are prepared for class discussion: 
Frequency 31 28 10 6 — 12 
Percent 41.3 37.3 13.3 8.0 — — 
Cum. % 41.3 78.7 92.0 100 — — 
4e. Participate in class discussion: 
Frequency 27 37 9 2 — 12 
Percent 36.0 49.3 12.0 2.7 — — 
Cum. % 36.0 85.3 97.3 100 — — 
4f. Are capable of leading a class discussion: 
Frequency 18 30 19 6 1 13 
Percent 24.3 40.5 25.7 8.1 1.4 — 
Cum. % 24.3 64.9 90.5 98.6 100 — 
4g. Produce original work: 
Frequency 12 24 21 12 3 15 
Percent 16.7 33.3 29.2 16.7 4.2 — 
Cum. % 16.7 50.0 79.2 95.8 100 — 
4h.Take academic risks: 
Frequency 13 23 18 14 2 17 
Percent 18.6 32.9 25.7 20.0 2.9 — 
Cum. % 18.6 51.4 77.1 97.1 100 — 
4i. Can synthesize their experience with issues discussed in class: 
Frequency 23 38 9 4 — 13 
Percent 31.1 51.4 12.2 5.4 — — 
Cum. % 31.1 82.4 94.6 100 — — 
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4j. Work independently: 
Frequency 28 40 6 1 — 12 
Percent 37.3 53.3 8.0 1.3 — — 
Cum. % 37.3 90.7 98.7 100 — — 
4k. Seek out faculty for assistance when needed: 
Frequency 25 39 7 2 1 13 
Percent 33.8 52.7 9.5 2.7 1.4 — 
Cum. % 33.8 86.5 95.9 98.6 100 — 
41. Challenge accepted beliefs and opinions: 
Frequency 13 34 18 6 1 15 
Percent 18.1 47.2 25.0 8.3 1.4 — 
Cum. % 18.1 65.3 90.3 98.6 100 — 
4m. Can defend unpopular positions: 
Frequency 11 29 24 8 1 14 
Percent 15.1 39.7 32.9 11.0 1.4 — 
Cum. % 15.1 54.8 87.7 98.6 100 — 
4n.Have a tendency to dominate class discussion: 
Frequency 2 10 17 39 6 13 
Percent 2.7 13.5 23.0 52.7 8.1 — 
Cum. % 2.7 16.2 39.2 91.9 100 — 
4o. Are overly anxious about grades: 
Frequency 2 15 19 35 3 13 
Percent 2.7 20.3 25.7 47.3 4.1 — 
Cum. % 2.7 23.0 48.6 95.9 100 — 
4p. Expect leniency with deadlines: 
Frequency 2 13 18 34 7 13 
Percent 2.7 17.6 24.3 45.9 9.5 — 
Cum. % 2.7 20.3 44.6 90.5 100 — 
4q. Behave as if faculty are their peers: 
Frequency — 14 19 37 4 13 
Percent — 18.9 25.7 50.0 5.4 — 
Cum. % — 18.9 44.6 94.6 100 — 
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4r. Insist upon the validity of their experience: 
Frequency 5 11 12 19 — 18 
Percent 7.2 31.9 33.3 27.5 — — 
Cum. % 7.2 39.1 72.5 100 — — 
4s. Are uninvolved in extracurricular activities: 
Frequency 4 27 22 15 2 17 
Percent 5.7 38.6 31.4 21.4 2.9 — 
Cum. % 5.7 44.3 75.7 97.1 100 — 
4t. Expect to meet outside of regular office hours: 
Frequency 4 29 15 22 1 16 
Percent 5.6 40.8 21.1 31.0 1.4 — 
Cum. % 5.6 46.5 67.6 98.6 100 — 
Note: All the items in question 6 begin:”For the faculty, the ABC Program” 
6a. Adds to work load: 
Frequency 11 34 11 18 8 5 
Percent 13.4 41.5 13.4 22.0 9.8 — 
Cum. % 13.4 54.9 68.3 90.2 100 — 
6b. Provides serious, motivated students: 
Frequency 49 24 9 2 — 3 
Percent 58.3 28.6 10.7 2.4 — — 
Cum. % 58.3 86.9 97.6 100 — — 
6c. Makes a reasonable demand on my time: 
Frequency 21 44 13 5 — 4 
Percent 25.3 53.0 15.7 6.0 — — 
Cum. % 25.3 78.3 94.0 100 — — 
6d. Is an unrewarded commitment: 
Frequency 4 10 13 31 23 6 
Percent 4.9 12.3 16.0 38.3 28.4 — 
Cum. % 4.9 17.3 33.3 71.6 100 — 
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6e. Is consistent with normal expectations for faculty: 
Frequency 16 38 18 7 1 7 
Percent 20.0 47.5 22.5 8.7 1.2 — 
Cum. % 20.0 67.5 90.0 98.7 100 — 
6f. Reaffirms my faith in teaching: 
Frequency 21 28 22 9 — 7 
Percent 26.2 35.0 27.5 11.2 — — 
Cum. % 26.2 61.2 88.7 100 — — 
Responses from Faculty Experienced 
with ABC Program and/or ABC Students: n=l 1 
5a. The ABC Program is an essential part of Summit College: 
Frequency 4 4 2 1 0 0 
Percent 36.4 36.4 18.2 9.1 — — 
Cum. % 36.4 72.7 90.9 100 — — 
5b. The ABC Program is peripheral to Summit College: 
Frequency 1 1 1 4 3 1 
Percent 10.0 10.0 10.0 40.0 30.0 — 
Cum. % 10.0 20.0 30.0 70.0 100. — 
5c. The ABC Program has no place at Summit College: 
Frequency — — 2 1 7 1 
Percent — — 20.0 10.0 70.0 — 
Cum. % — — 20.00 30.0 100. — 
5d. The ABC Program is congruent with the college’s teaching mission: 
Frequency 6 4 1 — — — 
Percent 54.5 36.4 9.1 — — — 
Cum. % 54.5 90.9 100 — — — 
5e. The ABC Program is congruent with the college’s research mission: 
Frequency 3 1 5 — 1 1 
Percent 30.0 10.0 50.0 — 10.0 — 
Cum. % 30.0 40.0 90.0 — 100 — 
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5f. The ABC Program is congruent with the college’s community service mission: 
Frequency 4 5 2 — — — 
Percent 36.4 45.5 18.2 — — — 
Cum. % 36.4 81.8 100 — — — 
5g. The ABC Program is congruent with the college’s economic viability: 
Frequency 2 1 5 2 1 — 
Percent 18.2 9.1 45.5 18.2 9.1 — 
Cum. % 18.2 27.3 72.7 90.9 100 — 
7a. ABC students should be eligible for any and all college honors: 
Frequency 6 2 2 1 — — 
Percent 54.5 18.2 18.2 9.1 — — 
Cum. % 54.5 72.7 90.9 100 — — 
7b. ABC students should be ineligible for some college honors: 
Frequency — 1 1 3 5 1 
Percent — 10.0 10.0 30.0 50.0 — 
Cum % — 10.0 20.0 50.0 100 — 
7c. ABC students should be ineligible for all college honors unless they are en- 
rolled full-time: 
Frequency 1 1 1 — 7 1 
Percent 10.0 10.0 10.0 — 70.0 — 
Cum. % 10.0 20.0 30.0 — 100 — 
7d. ABC students should have their own separate program honors: 
Frequency — — 2 1 6 2 
Percent — — 22.2 11.1 66.7 — 
Cum. % — — 22.2 33.3 100 — 
8a. The size of the ABC Program is ideal: 
Frequency 2 1 6 2 — — 
Percent 18.2 9.1 54.5 18.2 — — 
Cum. % 18.2 27.3 81.8 100 — — 
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8b. The size of the ABC Program is too big: 
Frequency — — 6 
Percent — — 66.7 
Cum. % — — 66.7 
8c. The size of the ABC Program is too small: 
Frequency — 16 
Percent — 10.0 60.0 
Cum. % — 10.0 70.0 
1 2 2 
11.1 22.2 — 
77.8 100 — 
2 1 1 
20.0 10.0 — 
90.0 100 — 
Responses from Faculty with no Experience with 
ABC Program and/or ABC Students: n=76 
5a. The ABC Program is an essential part of Summit College: 
Frequency 41 20 5 6 — 4 
Percent 56.9 27.8 6.9 8.3 — — 
Cum. % 56.9 84.7 91.7 100 — — 
5b. The ABC Program 
Frequency 
is peripheral 
1 
to Summit College: 
8 7 25 31 4 
Percent 1.4 11.1 9.7 34.7 43.1 — 
Cum. % 1.41 12.5 22.2 56.9 100. — 
5c. The ABC Program has no place 
Frequency — 
at Summit College: 
— 1 8 62 5 
Percent — — 1.4 11.3 87.3 — 
Cum. % — — 1.4 12.7 100 — 
5d. The ABC Program is congruent with the college’s teaching mission: 
Frequency 57 17 — — — 2 
Percent 77.0 23.0 — — — — 
Cum. % 77.0 100 — — — — 
5e. The ABC Program is congruent with the college’s research mission: 
Frequency 21 13 15 16 5 6 
Percent 30.0 18.6 21.4 22.9 7.1 — 
Cum. % 30.0 48.6 70.0 92.9 100 — 
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5f. The ABC Program is congruent with the college’s community service mission: 
Frequency 32 29 8 2 2 4 
Percent 44.4 40.3 11.1 1.4 2.8 — 
Cum. % 44.4 84.7 95.8 97.2 100 — 
5g. The ABC Program is congruent with the college’s economic viability: 
Frequency 21 21 17 7 2 8 
Percent 30.9 30.9 25.0 10.3 2.9 — 
Cum. % 30.9 61.8 86.8 97.1 100 — 
7a. ABC students should be eligible for any and all college honors: 
Frequency 45 12 12 3 2 2 
Percent 60.8 16.2 16.2 4.1 2.7 — 
Cum. % 60.8 77.0 93.2 97.3 100 — 
7b. ABC students should be ineligible for some college honors: 
Frequency — 9 11 12 36 8 
Percent — 13.2 16.2 17.6 52.9 — 
Cum % — 13.2 29.4 47.1 100 — 
7c. ABC students should be ineligible for all college honors unless they are en- 
rolled full-time: 
Frequency 2 1 16 17 33 7 
Percent 2.9 1.4 23.2 24.6 47.8 — 
Cum. % 2.9 4.3 27.5 52.2 100 — 
7d. ABC students should have their own separate program honors: 
Frequency 5 4 14 13 32 8 
Percent 7.4 5.9 20.6 19.1 47.1 — 
Cum. % 7.4 13.2 33.8 52.9 100 ■- 
8a. The size of the ABC Program is ideal: 
Frequency 8 18 33 10 — 7 
Percent 11.6 26.1 47.8 14.5 — 
Cum. % 11.6 37.7 85.5 100 — — 
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8b. The size of the ABC Program is too big: 
Frequency — — 29 15 19 13 
Percent — — 46.0 23.8 30.2 — 
Cum. % — — 46.0 69.8 100 — 
8c. The size of the ABC Program is too small: 
Frequency 8 11 28 16 3 10 
Percent 12.1 16.7 42.4 24.2 4.5 — 
Cum. % 12.1 28.8 71.2 95.5 100 — 
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RELIGION IN THE THIRD WORLD 
RELIGION/AREA STUDIES 289 
Documents included: Hand-outs, Standard for Papers, Syllabus. 
DESCRIPTION OF THE UNIT 
An anthropological study of culture change and the rise of modern syn¬ 
cretic cults engendered by the impact of European colonization, the spead 
of Christianity and Western technology in traditional societies throughout 
the world. Among others, this unit emphasizes the revival, the millenarian, 
the Cargo, messianic cults and religious movements that emphasize nation¬ 
alism that have arisen recently as a result of culture contact. Special atten¬ 
tion is given to the origin, the nature, the social and political implications of 
these cults to the cultures to which they belong. 
GOALS OF THE UNIT 
To understand the nature of religion in general as well as its relationship to 
human culture. 
To examine the dynamics of culture change caused by the contact between 
two or more cultures. 
Tofamilarize ourselves with the principles of acculturation, that is, the 
ways in which a culture adopts the mores of another with which it is in 
contact. 
To study the effects of culture contact deriving from the impact of Euro¬ 
pean colonization of so-called Third World cultures. 
To examine the effects of such colonization on religion, and to understand 
the ways in which Third World peoples have sought alternative religious 
traditions to adapt themselves to culture change. 
REQUIREMENTS OF THE UNIT 
Please read all assignments in the order in which they are listed on this 
syllabus. All readings are sequential and describe the processes of culture 
contact and culture change, their effect on 
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religion and the resulting emergence of cultic movements. Reading these 
materials out of sequence will not allow proper understanding of these 
processes. 
You will take an essay examination or write a ten-page paper at the end of 
Unit I. This unit covers the theoretical framework used to examine all the 
religious cults to be studied in Unit II. Please consult the instructor before 
preparing for the examination, or before writing the paper after Unit I. This 
examination or paper will count as 25% of your final grade. 
You are expected to write a term paper of approximately 20 pages in 
length on a religious cult. It can be one covered in the course or another of 
your own choice. Please clear the topic of the paper with the instructor 
before researching the topic. 
Regarding the paper, it must deal with a religious cult that derives from the 
contact between two or more cultures. The rules regarding your final paper 
are covered in the section of this syllabus, entitled Standard for Papers. It 
is provided for your convenience; please read it before beginning to write 
your paper. It gives a detailed outline about writing a term paper. The 
term paper will count as 50% of your final grade.l 
You are also expected to make appointments with the instructor to discuss 
your progress on this unit. You may contact him by telephone; the number 
is included in the heading of this syllabus for your convenience. Your par¬ 
ticipation in the discussions throughout the unit will count as 25% of your 
final grade for the unit. 
CRITERIA FOR EVALUATING YOUR WORK 
The degree to which your examination or paper at the end of Unit I show 
understanding of the content of the readings. 
Your ability to integrate coherently the readings in your examination or 
paper, and in your final term paper. 
Your ability to use the rhetoric which anthropologists use in describing 
culture change. 
Your ability to think creatively in evaluating or discussing the readings. 
The correct usage of grammar, syntax and diction will be important in the 
instructor’s evaluation of your work. Please see the section, entitled Stan¬ 
dard for Papers, for more details. 
1 Arrangements for two papers of approximately ten pages in length 
each on two different religious movements may also be made. See instruc¬ 
tor for details. 
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TEXTS 
Barkun, M. 
Barrett, L. 
Glazier 
Kehoe, A. 
Metraux, A. 
Worseley, P. 
Dobbin, J. 
Gerlach and 
Hines 
Jules-Rosette 
Disaster and the Millennium. Syracuse University 
Press. 
Rastafarianism. 
Marchin* the Pilgrims Home. Greenwood Press. 
The Ghost Dance: Ethnohistory and 
Revitalization. Holt, Rhinehart and Winston. 
Voodoo in Haiti. Schocken. 
The Trumpet Shall Sound. Shocken Press, 
or Cochrane, G. Big Men an Cargo Cults. Oxford 
University Press. 
The lombee Cult of Montserrat. Ohio State 
University Press. 
People, Power and Change. Bobbs-Merrill. 
The New Religious Movements of Africa. 
Ablex Publishing Corporation. 
ARTICLES 
Wallace, A 
Linton, R. 
Weber, M. 
Yinger, M. 
Tucker, A 
Aberle, D. 
Merton, R. 
“Revitalization Movements” 
“Nativistic Movements” 
“Charismatic Authority” 
“Types of Religious Organizations” 
“Charismatic Authority” 
“A Note on Relative Deprivation” 
“Anomie” 
GENERAL OUTLINE AND READING LIST FOR THE UNIT 
UNIT I 
Religion and Culture Change 2 
Read: Geertz “Religion as Cultural system” 
Linton “Nativistic Movements” 
Wallace “Revitalization Movements” 
Aberle “A Note on Relative Deprivation” 
Merton “Anomie” 
Weber “Charisma” 
Barkun Disaster and the Millennium 
Tucker “Charismatic Authority” 
Gerlach and Hines People, Power and Change 
Yinger “Types of Religious Organizations” 
2 All articles may be gotten from the instructor. 
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You have been reading about the social theories which describe culture 
change and its impact on religion. They explain the types of culture contact, 
the impact of colonization on the Third World, the formation of revitaliza¬ 
tion religious movement, the nature of the personality of their leadership, 
the nature of messianism and millenarianism, as well as the types of reli¬ 
gious organizations. Based on your readings, would you be ready to answer 
the following questions: 
a. What is the process by which nativistic or revitalization religious 
movements arise? what is their nature, and what are the differences 
between revivalistic magical and rational nativism, and perpetuative 
rational nativism? Can you discern the differences in the 
apocalypotic vision of the revivalistic magical and millenarian move¬ 
ments? 
b. What is anomie, and how does it relate specifically to relative 
deprivation and culture contact? 
c. What are the types of religious organizations, that is, how do sects, 
cults, churches and denominations differ from each other? 
d. What is the nature of charismatic authority? 
e. What are the characteristics of millennarian, messianic move¬ 
ments? 
II. UNIT II 
Cult Movements 
A. Amerindian 
Read: Kehoe The Ghost Dance: Ethnology and Revitalization. 
B. Africa 
Read: Me Gaffey Modern Kongo Prophets 
Jules-Rosette The New Religious Movements of 
Africa. Chapter 5, “The Harris Movement” 
and Chapters 10 and 11 
304 
Religion in the Third World 
C. The Caribbean 
Read: Simpson African Religions in the New World 
Barrett Rastasfarianism or Owens, Dread 
Metraux Voodoo 
Dobbin The jombee Cult of Montserrat 
Glazier Marchin’ the Pilgrims Home 
D. Melanesia 
Read: Worseley The Trumpet Shall Sound, or 
Cochrane, Big Men and Cargo Cults. 
305 
STANDARDS FOR PAPERS 
A. Quotations 
You may use as many as four words in succession from an author only if 
the words are not a special mark of the author’s style. If one word alone is 
peculiar to the author’s work from which you are quoting, you must use 
quotation marks. 
Footnote must be given for every quotation immediately at the end of the 
quotation. 
Footnotes 
1. Footnotes are employed when quotations are used and when ideas, out¬ 
lines, charts, organization, or “facts” are borrowed. 
2. You will make no mistake if you assume that you cannot footnote too 
much in your paper although you can footnote too little. 
3. You may use either of the forms suggested: the “traditional” format as 
exemplified in such writing manuals as the Chicago Handbook (standard 
text recommended by most colleges), or the anthropological and social 
science format. The latter is probably less familiar to you and hence de¬ 
serves illustration. 
The anthropological format entails the insertion of the footnote refer¬ 
ence within the body of the text of your paper, directly after the 
quoted or paraphrased passages from a book. This format consists of 
three different variations in style, each appropriate to the function 
that it fulfills within the text that precedes it. 
a. If you’ve quoted or summarized a passage from a book that 
needs to be footnoted you will do so as follow: 
“Charisma is a quality transmitted by heredity; thus it is 
participated in by kinsmen of its bearer, particularly by 
its closest relatives (Weber: 1969, 363).” 
(Notice order: no period after quote, parenthesis, citation, period, quotation 
marks.) 
b. If the name of the author appears in the text, you need not 
mention his or her name in the footnote entry: 
Max Weber notes that “charisma is a quality transmitted by 
heredity; it is transmitted... (1969: 365).” Notice colon which, in 
“a” is after the author’s name, is placed after the year of publi¬ 
cation.) 
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c. If you have used two books by the same author published in 
different years, you mention the author’s name only if it is not 
included in the text immediately preceding the quote or the 
summary of the author’s text. But you must always mention 
the year to distinguish one book from the other. 
Example: “Charisma is a quality of an individual that is trans¬ 
mitted through heredity (Weber: 1969, 364).” 
or 
Weber notes that “charisma is a quality of an individual that is 
transmitted through heredity (1964: 363).” 
4. You may use the “traditional” or the anthropological formats illus¬ 
trated above. But you must be consistent in your use of them; use one or 
the other. 
C. Biographical Entries 
Like the footnote entries, you may use either of the formats. The anthropo- 
logical/social science format is illustrated below: 
Weber, Maxyy 
1969 The Theory of social and Economic Organization London: 
Oxford University Press. 
(Notice that margins change, the date is below the author’s name and is 
indented.) 
Or a journal entry: 
Flannery, FC 
1973 “The Origins of Agriculture.” American Anthropologist 63: 
79-83. 
Or an anthology: 
Flannery, 1C 
1974 “The Uses of the Plow in Agricultural Societies of Siberia.” In 
The Ecology and Political Economy of Siberian Peoples. 
New York: Academic Press. 
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Standards for papers cont’d 
Again, you must be consistent in your use of these formats. 
D. Criteria for Evaluating your Paper 
The following criteria are meant to inform you, the writer who wishes to 
anticipate how well his or her paper will be received by the reader: 
1. Prevalence of quotations 
A significant amount of quotations is a sign of weakness. Paraphrase 
and footnote unless you think that the author’s choice of words ex¬ 
presses superbly what you wish to communicate to your reader. 
Placing the author’s words in you own words requires thinking. If 
you paraphrase an author’s words, you must give the reference and 
the appropriate footnote. 
2. The number of paragraphs 
The number of paragraphs a in formal paper indicates to the reader 
how many main ideas the writer thinks he or she is treating. Make 
sure that your paragraphs, and hence your thoughts are organized 
properly. Also, try to link your thoughts from one paragraph to the 
next in an orderly fashion in order that your paper may be coherent. 
3. Double checking of all page and source reference 
The reader is going to check around. The reference had better be in 
that book, that edition, and that page where the writer gives his or 
her word the reference is. 
4. Formal errors 
Misspellings, typographical errors, skimpy paragraphs, wrinkled and 
soiled pages, or general messiness constitute a message from the 
writer to the reader that the writer doesn’t think much of the paper. 
The purpose of your paper is to communicate ideas. The reader will 
be aware of what you are communicating by the general messiness 
of your paper and, in this case, the reader will tend to agree with the 
writer’s poor estimate of his or her paper. 
308 
Standards for papers cont’d 
5. Printing the final copy 
Before typing or printing the paper, the writer should make 
sure that the ribbon on the computer printer or tywriter is in 
good order, and that it will yield clear, crisp and dark impres¬ 
sions. Please save your instructor’s eyes; he already has a very 
bad eyesight! 
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PERCEPTION 
Psychology 
Books: 
Gregory, R.L., Eye and Brain, Mcgraw-Hill 
Hochberg, J., Perception, Prentice-Hall (Recommended but not required) 
Held, R., Richards, W., Perception: Mechanisms and Models, W. H. Free¬ 
man 
Schiff man, Harvey, Sensation and Perception, Wiley 
Articles: 
Gross, Roche-Miranda & Bender, “Visual Properties of Neurons in 
* Inferotemporal Cortex of the Macque”, Journal of Neurophysiol¬ 
ogy, Vol. 35, 1972, 96-111. Mace, W.M. 'James Gibson’s Strategy 
for Perceiving” (Put on reserve in library for Psychology 293). 
Mace, W.M., “Ecologically Stimulating Cognitive Psychology”, in 
Weimer and Palermo, Cognition and the Symbolic Processes. 
Good reference material: 
Cornsweet, Tom, Visual Perception, Academic Press 
Lindsay & Norman, Human Information Processing, Academic Press 
Objectives: 
1. To introduce the student to the fundamental problems of perception as 
formulated by philosophers, physiologists, and psychologists through hun¬ 
dreds of years of research: the basic anatomy and physiology of perceptual 
systems (primarily visual system). Color, form, depth, and motion will be 
covered. 
2. To bring the student to a relatively long-lasting competence that allows 
critical appreciation of new research in perception that appears in the 
popular press. 
3. To develop the student’s ability to distinguish between some of the deep 
philosophical issues that will always be present in perceptual studies and 
scientific issues which can be solved by gathering data and interpreting it 
judiciously. 
4. To familiarize the student with current research and theory bearing on 
the topics alluded to in (1). 
I. Overview 
For the student who has little idea of what the study of perception is about, 
the following can be of help: 
310 
Gregory, Richard L., Eye and Brain 
Hochberg, Julian, Perception 
Some assignments will be made out of the Gregory book. Gregory presents 
a great deal of very debatable material as if it were fact, but for the pur¬ 
poses of getting your feet wet in the subject area, it is all we have. By the 
end of the course you should be able to read Gregory critically. For now, 
settle back and enjoy it. Hochberg is more dense and like a good text. The 
explanations under his pictures could be whole chapters. They must be 
read carefully. Use the above books in whatever way you find comfortable 
now. The important points will be reached in an orderly fashion as you get 
into this unit. Two other good sources that elaborate the technical material 
are: Cornsweet, Tom, Visual Perception and Lindsay & Norman, Human 
Information Processing (both Academic Press). 
A. Overview of the Causal Chain Approach 
Read: 
Held & Richards, pages 2-7 
Schiffman, pages 1-5 
The organization of this course is meant to reinforce the most common 
method of analysis used to formulate the problems to be solved in percep¬ 
tion: Hie causal chain. The chief characteristic of the causal chain approach 
is its analysis of perception into a series of causes and effects. It begins 
with a physical event in the world, which causes biological events in the 
organism which then cause psychological events that are what we mean by 
perception. The modern version of the causal chain approach, known as 
information processing, seeks to break down the total chain into as many 
stages as possible, each of which can be studied to find out what it contrib¬ 
utes to the final percept. Held &, Richards speak of information flow in the 
nervous system once neural events have been stimulated by physical 
events. Note the classic distinction (from 17th century British thinkers 
Boyle and Locke) between primary and secondary qualities. Color is the 
prototypical secondary quality, form the prototypical primary quality. Why 
do we think these are such different things to perceive that they belong in 
different categories. The distinction between primary and secondary quali¬ 
ties has long since gone out of fashion, but it still lurks deep in the intuition 
of most people who ponder perception. 
B. Origins of the Causal Chain Approach 
Read: 
Crombie in Held & Richards 
Learn that questions do not lie around to be discovered under rocks any 
more than answers do. Problems and methods of dealing with them come 
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from people’s decision about how to set up those problems. Crombie shows 
the strategic decisions that helped stamp the modern form of the issues in 
perception. The most important things to absorb are the distinctions be¬ 
tween answerable and unanswerable questions, and mind the mechanism. 
The most important people in the article for our purposes are Galileo, 
Alhazen, Kepler and Descartes. 
C. The Beginnings of the Causal Chain in Light 
Read: 
Schiffman, pages 155-158 
Gregory, Chapter 2 
D. The Eye and Its Links in the Chain 
Read: 
Gregory, Chapter 4 
Schiffman pages 158-175 pages 200-206 
Wald in Held k Richards 
These readings in “C” and “D” introduce you to the physics of light and the 
basic biological systems (eye and brain) that respond to light. Anyone 
wanting to go deeper into these topics from sources that assume no prior 
knowledge should consult the Cornsweet book. 
Thought questions: 
Why is the retinal image upside-down? Know the simple geomet¬ 
ric reason. 
Why is the retinal image an important stage of processing? Do 
you expect anything like a retinal image to exist for touch, 
hearing, or smell? 
E. Colors and Color Mixing 
Read: 
Miller, Ratliff k Hartline in Held k Richards, pages 
127-134 
Rushton in Held k Richards 
Schiffman, pages 207-216 
The Rushton article is a classic on methods. Notice how the development of 
cute techniques reveals new answerable questions. This is a difficult article 
because it takes patience, not because the ideas are hard. You must study 
each diagram and the text that goes with the diagram. Don’t worry about 
the comments on Land’s work. That comes later. 
Color will come up as a topic several times, depending on the point at issue. 
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This time we shall only examine color when it is dealt with in terms of the 
supposedly basic elements of light and light receptors in the eye. If you are 
interested in color blindness, see Rushton’s article in the March, 1975, issue 
of Scientific American. 
Assignment #1: 
Write a five-page paper on the concept of the retinal image. It should 
address the following points: 
1. It is common in the causal chain approach to think that the brain per¬ 
ceives the retinal image. What reasons are there (physical, anatomy of the 
eye, optics, geometry, other observations, etc.) for believing that the retinal 
image can correspond to the world? 2. Now consider color — Describe in 
some detail what you have learned about the way color is encoded on the 
retina. Can there be a colored image on the retina? 3. If one believes that 
the brain must “see” the retinal image in order to see the world, as causal 
chain theorists often do, then what puzzles arise when you try to combine 
your answers to (1) and (2)? 
Do not write the next assignment until this is returned to you. 
F. Sound and the Ear 
Read: 
Schiffman, pages 32-57 pages 58-71 
Von Bekesy in Held & Richards 
Von Bekesy, like Wald and Hartline, was a Nobel prize winner. Study hear¬ 
ing in this section, then ask yourself how you might compare hearing and 
seeing. Are there any images to mediate perception? When you see a noisy 
event how do you know that the noise and the light patterns belong to the 
same event? 
G. Psychophysics 
Read: 
Schiffman, pages 6-21 pages 182-200 
Up to this point, we have concentrated on how various links in the chain 
might work. Psychophysics is one approach to finding out through research 
just what kinds of psychological responses arise from well-controlled 
physical stimuli. Same of the first work that counted as experimental psy¬ 
chology was Fechner’s work in psychophysics in the 1850’s. 
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III. Complicating the Causal Chain 
A. Atomism vs. Holism, Gestalt Psychology 
Read: 
Schiff.man, pages 233-2433 
Selfridge Sc Neissen in Held Sc Richards 
The Gestalt psychologists emphasized that a full story of perception would 
have to take organization into account. We do not perceive discrete point 
events but organized entities. Our perceptual world “hangs together” in 
groupings which are not merely collections of points of light (or sound) 
with different physical values. They did not propose to do away with the 
causal chain approach, but emphasized that research should be possible on 
the question of where organization is introduced into the causal chain and 
what that organization is. 
More recently, the questions raised by the Gestalt psychologists covering 
the nature of patterns have been attacked in detail by people who try to 
get machines to recognize patterns. This is one way to formulate answer- 
able questions. Since much of your reading will soon be about the search 
for coding schemas in real organisms, you should know something about 
codes in machines (where the metaphors for much of the work in modern 
information processing comes from). The strategies of template-matching 
and feature-extraction, particularly the latter, are explored in Selfridge Sc 
Neisser. They are important, particularly the latter. The ideas of serial and 
parallel processing have also gained wide attention. The Lindsay Sc Norman 
book will now serve as a helpful reference. 
B. Back to the Eye 
Read: 
Gregory, Chapter 3 
Schiffman, pages 175-181 
Held & Richards, pages 115-119 pages 166-175 
Miller, Ratliff Sc Hartiine, pages 134-136 in Held Sc 
Richards 
Michael, pages 137-145 in Held Sc Richards (omit color) 
Hubei in Held Sc Richards 
Article by Gross, et. al. (on reserve) 
These readings tell you about the search for organization in the physiologi¬ 
cal parts of the chain. Lateral inhibition is an absolutely crucial concept. 
Both Cornsweet and Lindsay Sc Norman can help you understand lateral 
inhibition and its relation to phenomena like Mach bands. You might also 
consult the article by Ratliff in the June, 1972, issue of Scientific American. 
Hubei and his partner, Torsten Wiesel, are two of the most famous names 
in modern research on vision, know about Kuffler cells (on-center, off- 
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surround type cells), receptive fields, simple cells, complex cells, and 
hyprcomplex cells. 
Thought question: 
There is a lot of talk about line orientation. Orientation relative to 
what? Hubei does not say. How would you find out? 
The article by Gross et. al. is the ultimate infeature detector research. Don’t 
worry about pages 97-100 or 105-111. Pay careful attention to the section 
“effects of Stimulus parameters” on page 101. Page 103 is most important. 
What were used for stimuli? How were the stimuli chosen? What is a major 
point for understanding the limitations of physiological research? What 
does the research tell you about perception, if anything? 
c. Color and Organization 
Read: 
Schiffman, pages 216-226 
Land in Held & Richards 
This is long and somewhat difficult, but you can get it if you dig. Be sure to 
understand what is unusual about Land’s experiments in light of the classi¬ 
cal color theory you lea med in Section II-E. 
IV. Perceiving in Conceptually Simple Circumstances 
Read: 
Schiffman, pages 243-256 pages 232-233 pages 
303-324 
Pritchard in Held &, Richards 
So far we have examined the questions: “What is the visual system and 
what can it do?”, for the most part. In this section we start turning toward 
the problem of understanding perceptual systems as they actually function 
to know about a real environment. We are asking: “What is it natural for a 
perceptual system to do?” One way to address this question is to observe 
what happens under unnatural or unusual circumstances, hence this sec¬ 
tion. What happens if a fully competent visual system is given nothing to 
see (Ganzfeld)? What happens if it is given limited conditions for seeing 
(the other articles)? 
Assignment #2: 
If you have not been aware of it before, you are now to become aware of 
the relativity of the terms “simple” and “complicated”. Same people who 
work in perception have said that what is mathematically or technically 
complex to a scientist may be simple to a perceiving organism and that 
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what is complicated to a perceiving organism may be simple for the scien¬ 
tist. Write a five-page paper on how the material covered since the last 
assignment supports the previous sentence. You do not have to use mate¬ 
rial from every reading assignment, but be sure to use enough specific 
material (including explicitly cited research finds) to make your point 
convincingly. Do not write the next essay until this one is returned. 
v. Commonly Investigated Problems from the World 
Think about real organisms in a full, real world of surfaces and objects. We 
have found out much about the organization of the visual system by asking 
answerable questions. But haw do we see the world? It is harder to trace 
the causal chain now, but we have not exhausted the supply of answerable 
questions. 
A. Attention and Selection Principles 
Read: 
Broadbent in Held & Richards 
Neisser in Held &. Richards 
What seems to be the causal chain according to Neisser? The Sperling ex¬ 
periment is famous. Notice it. Lindsay & Norman is also good for telling you 
about attention if you are interested. 
B. The Constancies 
1. Brightness Constancy Read: 
Held & Richards, pages 231-240 
Schiffman, pages 292-294 
Wallach (The Perception of Neutral Colors) in Held & 
Richards 
Here we are back at color again. Haw does retinal organization explain what 
we see about surfaces? Notice haw many qualities were left uninvestigated 
earlier. Important terms: brightness (lightness), reflectance, surface color, 
expanse color, aperture color. 
2. Size and Shape constancy Read: 
Schiffman, pages 294-302 
3. More on Size and Distance Read: 
Schiffman, pages 272-291 
Kaufman & Rock in Held & Richards 
In general, the constancies have the following form: something is perceived 
to stay the same while presumed bases for the perception change. Be sure 
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you can understand how to state the problems of brightness, size, and 
shape constancy in this form. What stays the same? What changes? Why is 
there supposed to be a problem? 
C Depth 
Read: 
Julesz in Held & Richards, especially 190-194 
Mace, “Ecologically Stimulating Cognitive Psychology” 
The latter article discusses different approaches to depth perception and is 
the first reading concerning major alternative strategies to the study of 
perception from the causal chain. 
D. Motion 
Read: 
Schiffman, pages 257-264 
Kohler in Held & Richards 
VI. Encoding and the Problem of Reference Systems 
A. Different Reference Systems in Space 
Read: 
Wallach (on Motion) in Held & Richards 
Know the work of Duncker and Johnsson 
B. Different Body Reference Systems 
Read: 
Rock &. Harris, in Held &. Richards 
Kohler in Held & Richards 
Schiffman, pages 72-91 
The Schiffman reading is a return to audition with special emphasis on its 
organized aspects and its role in establishing location in the world. 
C. Subjective Movement vs. Objective Motion 
Read: 
Schiffman, pages 340-351 
Held in Held & Richards 
Why is there a problem in deciding whether you are moving or an object in 
your environment is moving? 
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VII. Causes yes. Chains no. Acting and Perceiving in an Environment 
Read: 
Schiffman, pages 264-271 
Mace, “James Gibson’s Strategy for Perceiving” (On 
reserve) 
Assignment #3: 
The Causal Chain approach says that each “percept” that we perceive is the 
final result of a sequence of processes caused by some physical event. In 
five pages, discuss why the material covered since the last assignment is 
difficult to discuss in causal chain terms. As usual, use explicit documenta¬ 
tion whenever possible. 
Final Assignment: 
Write a ten-page research paper on some topic that has been raised in the 
unit but that you have not written about yet. The purpose is to consolidate 
your knowledge. Submit a paper proposal to me first. Do not write until you 
have discussed your topic with me and I have had a chance to give you the 
major references. 
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APPENDIX F 
ABC PROGRAM STUDENT DATA 
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ABC PROGRAM STUDENT DATA 
ADMISSIONS 
Fall Spring Total 
1982/83 25 
1983/84 15 28 43 
1984/85 13 31 44 
1985/86 22 23 45 
1986/87 15 33 48 
1987/88 26 31 57 
1988/89 31 24* 55 
♦through 2/1/89 
GRADUATES AND WITHDRAWALS 
Graduates 
Withdrawals 
Voluntary 
Withdrawals 
Required Total 
1982/83 17 9 3 29 
1983/84 14 14 1 29 
1984/85 10 9 0 19 
1985/86 15 5 2 22 
1986/87 19 19 5 43 
1987/88 14 19** 1 34 
1988/89 15 (est.) 
** Two went to Summit College regular degree program. Four moved out of the 
area. Five left for financial reasons. Three chose other schools. Two left due to 
time constraints. Four left for various other personal reasons. 
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STATISTICS FOR 1989 ABC GRADUATES 
Average years in ABC.4 
Average number of classroom courses taken.14 (79%) 
Average number of study units taken.4 (14%) 
Graduating with Honors.52 (33%) 
Average number of years spent in ABC.4 
1 year.6% 
2 years.15% 
3 years.31% 
4 years.19% 
5 years.12% 
6 years.10% 
7-10 years.8% 
Average age upon entrance into ABC.33 
(79% were between 20 and 40) 
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ABC ENROLLMENTS 
STUDY UNITS AND PROTECTS/COURSES 
F’80 
(96 students) 
F’81 
(93 students) 
F’82 
(91 students) 
F’83 
(103 students) 
F’84 
(113 students) 
F’85 
(128 students) 
1986- 87 Year 
(134 students) 
1987- 88 Year 
(136 students) 
F’88 
(159 students) 
# Course Credits 
Study Units/Proj. 
128 
106.25 
78 
100.75 
123.5 
181 
223 
91 
# Course Credits 
Classrm. Courses 
126.25 
111 
137.5 
106.5 
131.5 
322 
349 
232.5 
# Course Credits 
Total 
254.25 
217.25 
215.5 
207.25 
255 
503 
572 
323.5 
(No data available) 
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CONSORTIUM FOR THE EDUCATION OF NON-TRADITIONAL STUDENTS 
Statement of Purpose 
CENTS. Traditional colleges throughout New England have long recognized 
the distinctive quality of students of non-traditional age. Highly motivated, these 
students are determined to get the very best education available to them. Many 
have had to overcome their own trepidation as well as the skepticism of family, 
friends or co-workers to complete the application process. 
Once in the classroom they offer—and expect—a great deal. They are consci¬ 
entious about assignments while frequently juggling multiple, demanding respon¬ 
sibilities. Students of non-traditional age possess remarkable strengths and 
present complex needs. The Consortium for the Education of Non-Traditional 
Students in degree programs (CENTS) was established in 1985 to serve this popu¬ 
lation. 
Each of the member schools [listed by name] has high academic standards 
and a history of excellence. Each expects non-traditional students to fulfill the 
same requirements as traditional students do, and each college confers the full 
bachelors degree. 
Admission. While the admissions process may vary among CENTS institu¬ 
tions, none relies solely on the criteria used to assess potential among traditional 
applicants. Candidates of non-traditional age must possess personal qualities of 
maturity and responsibility; both demonstrable stamina and the ability to handle a 
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wide variety of responsibilities are important. Evidence of these strengths, in 
addition to a high level of academic ability are indicative of promise. 
Application procedures and forms vary among Consortium members; most, 
» 
however, emphasize the importance of a personal essay which is read thoughtfully 
by an admission committee. Transcripts, new and old, are evaluated, with particu¬ 
lar attention given to the student’s most recent work; the particularity of credit 
that is transferable will differ from college to college. Letters of recommendation 
are considered, and non-academic activities are reviewed. 
Each admission decision is made with care. The primary consideration of all 
Consortium colleges is whether the college can provide the best educational 
environment to complement the specific abilities, needs, and desires of the candi¬ 
date. 
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COMPARISON OF CENTS PROGRAMS: 1989 DATA 
(Consortium for the Education of Non-Traditional Students 
in Selective New England Colleges) 
No. in 
Program 
Total no 
Undergrads. 
Year 
Founded Coed? 
COLLEGE A 
(transfer students) 
40-50 1540 Y 
COLLEGE B 
(non-traditional students) 
25 1500 Y 
COLLEGE C 
Program 
28 1200 1970 Y 
COLLEGE D 
Program 
35 2973 1986 Y 
COLLEGE E 
Program 
60 5600 1972 Y 
COLLEGE F 
Program 
60 4300 1970 Y 
COLLEGE G 
Program 
104 1950 1980 N 
COLLEGE H 
Program 
130 2000 1969 Y 
COLLEGE I 
Program 
188 1800 1972 Y 
COLLEGEJ 
Program 
225 2323 1969 N 
COLLEGE K 
Program 
335 2862 1975 N 
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APPENDIX H 
NATIONAL DEMOGRAPHIC DATA ON 
ADULT STUDENTS IN HIGHER EDUCATION 
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TOTAL COLLEGE ENROLLMENT: 
ACTUAL VERSUS PROJECTED IN 1980. 
1980 1981 1982 1983 1984 1985 1986 1987 
Sonnr: Based on U.S. Department of Education and U.S. Department 
of Commerce data. 
ENROLLMENT CHANGE BY AGE, 1980-1986. 
Thousands 
600 
400 
200 
0 
-200 
-400 
-600 
14-17 18-24 25-34 35+ 
Source: Based on U.S. Department of Education data. 
OLDER STUDENT ENROLLMENT FORECASTS BY COHORT, 1980-1998. 
Participation Rates: 
25-29=10%, 
30-34=6% 
35+=82% 
1980 1984 1988 1994 1998 
25 410,400 429,800 409,800 357,100 313,600 
26 407,800 425,000 416,700 350,200 325,600 
27 396,500 430,700 426,800 352,100 355,900 
28 384,500 421,800 425,800 360,600 371,800 
29 375,100 410,400 429,800 376,000 357,100 
30 213,240 244,680 255,000 241,620 210,120 
31 213,600 237,900 258,420 245,880 211,260 
32 212,100 230,820 253,080 250,020 216,360 
33 222,000 225,060 246,240 256,480 225,800 
34 197,340 212,240 244,630 255,480 241,620 
* 797,780 861,574 930,454 1,042,056 1,125,368 
Totals 3,830,560 4,129,974 4,296,724 4,087,536 3,954,328 
Data source for participation rates: U.S. Census Bureau (1984b). 
Data source for cohort size: National Center for Health Statistics, Vital Statistics of the 
United States, Annual Reports for 1921-86. 
Note: Data are based on birth cohorts and older. Figures do not include students studying 
under temporary visas, students enrolled in noncredit courses, or overseas military personnel 
enrolled in courses. The data assume a constant participation rate for 1988-1998 
* Data for 55 cohorts 35 years of age and older. 
Sources: U.S. Bureau of the Census, 1984b; National Center for Health Statistics, 1921 - 
1986. 
OLDER STUDENT MARKET BASE: 
PROJECTED OLDER POPULATION COHORTS MATRIX, 1980 - 1998 (IN THOUSANDS). 
Age 1980 1984 1988 1994 1998 
25 4,104 4,298 4,098 3,571 3,136 
26 4,078 4,250 4,167 3,502 3,256 
27 3,965 4,370 4,268 3,521 3,559 
28 3,847 4,218 4,258 3,606 3,718 
29 3,751 4,104 4,298 3,760 3,571 
30 3,554 4,078 4,250 4,027 3,502 
31 3,560 3,965 4,370 4,098 3,521 
32 3,535 3,848 4,218 4,167 3,606 
33 3,700 3,751 4,104 4,266 3,760 
34 3,289 3,554 4,076 4,256 4,027 
* 97,290 105,070 113,470 127,080 137,120 
Totals 134,673 145,506 155,577 168,850 172,776 
Note: Numbers are based on U.S. birth cohorts 25.ith years earlier. They do not 
include students studying under temporary visas, and age 35 + cohorts are adjusted for mortal¬ 
ity. 
* Data for 55 cohorts 35 years of age and over. 
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